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ABSTRACT
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relations; (2) a pilot cultural arts program (art, music, drama) for
grades 1-12; and (3) a pilot guidance and counsolina program for
grades 1-9. This portion of the report focuses on the cultural arts
and guidance and counseling programs. All three areas have as a
aeneral goal the changing and improving of attitudes. The full scone
of each program and the evaluative measures utilized are included.
Positive results are noted in the fact that many elements of the
cultural arts Project and of the guidance program are being
continued. Overall, it would appear that the areatest contribution of
the project has been the introduction of the Title FSEA concept
to the region, the,*eby laying the groundwork for future programs
which hopefully will attack the needs of the region with areater
accuracy. The research reported herein was funded under Title III of
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Introduction

Pupils in three Crossville, Tennessee, schools have taken part in a unique
cultural arts enrichment program for the past three years. Music, art and
creative dramatics have been a required part of the school curriculum for pupils
in grade one through grade eight. Participation in the cultural arts program
in the high school has been voluntary, and usually limited to one element of the
cultural arts program. For example, it is conceivable that a student could
major in art after completing the art course sequence in high school. The
high school did not offer a music enrichment program the third year because of
personal and scheduling conflicts. The position of music teacher that had been
available for the high school vas used the last year of the project to provide
traveling services to several rural elementary schools. The elementary school
program was the only one that maintained the same personnel throughout the span
of the program. Two high school teachers out of three remained, and in the
middle school there vas a complete turnover of teaching personnel in all elements
of the program.

Teachers were selected on the basis of their education and experience in
their particular field. A few of the teachers had significant teaching experience
in academic areas; others were beginning teachers. There was no program coordi-
nator for the cultural arts teachers. Each teacher developed his own program and
carried it out with little direct supervision. Teachers were employees of the
local school system, but their salaries were furnished by Title III ESEA.
Communications regarding their local schools took the form of traditional in-
service teacher meetings. The county school system exerted little supervision or
control over the programs. Communications with the project took the form of called
meetings with the total group of cultural arts teachers and visitations by project
personnel to classrooms and special programs, plus memos, letters and telephone
calls between the project office and cultural arts schools.

Teachers were hired just before school began for the initial year. There
was no time for them to orient the faculty in their schools as to their programs
or their relationships to the academic program. No such orientation sessions
were initiated by the cultural arts teachers at any time as the program progressed.
Classroom teachers were invited to visit eiMie3r0401130f cultural arts teachers,
but they did not posess the background to evaluate or determine the potential
of the cultural arts program for regular classroom work.

The cultural arts teachers were given the opportunity to design their program
as they desired. Limitations included money and facilities, both quite limited.
The progress were conducted under regular crowded classroom conditions with a
minimum of equipment. Consultants vere provided during the first two years of the
program to aid in program development and in noting any special problems. A
limited travel fund was available to permit cultural arts teachers en opportunity
to visit other programs of a similar nature.

Evaluation of a cultural arts program is undeniably difficult. Many of the
ttachers' objectives would have been difficult to quantity and measure. General
goals focused on the personal development of the individual pupilhis self
concept and his awareness of and his appreciatioa of the world about his. The
initial year's program was briefly evaluated by several visiting consultant, who
were experts in their fields. They deacribed the program as professional and
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effective. The second year's program was evaluated through the use of teats
measuring pupils' creative thinking and attitudes toward school, self and
community.

Cultural arts pupils displayed considerable ability in original thinking,
as measured by the tests. Attitudes were not dissimilar to pupils in a control
school. Program observation and interviews appeared to support the findings of
the initial year's evaluators. It was amazing to view the excitement of the pupils
as they actively involved themselves in this unique program. The second year's
evaluation report sitid, in part:

"The impact of any enrichment program is slow to be felt in the total
school program. The present evaluation reveals significant improvement in areas
of creative thinking which may be a result of the two years of the special cultural
arts program. Attitudinal measures derived from pupils on thirteen concepts
relating to self, school and community were positive, but not generally
significantly different from the control school which has no cultural arts program.

" Observation and interviews reveal a positive attitude toward the program by
school officials, teachers, pupils, parents and visitors. Teachers report
individual instances of improved pupil behavior, but behavioral changes will come
slowly because of the many environmental factors affecting the pupils.

"The demonstration programs in the cultural arts have made an immeasurable
impact in this Appalachian area. Not only are several thousand pupils receiving
benefits, but teachers and school administrators in surrounding counties have
had an opportunity to view the program in action. Hopefully they will be
instrumental in initiating similar programs in their home areas.

"Program goals and expectations have been largely met and in many cases
exceeded. A problem remains in the realm of public knowledge of the demonstration
aspects of the program. Parents and general public apparently see the programs
as a regular part of the school offering. Educational administrators in the
demonstration schools are in general agreement as to the value of the programs,
but feel helpless in planning for some form of continuation in the face of
extreme needs of their schools.

"Program impact appears greatest in program components touching the largest
nuhbers of pupils directly. the elementary school programs seem most effective at
a point in the children's lives when they are most open to change and influence.
Pupils generally are pleased with the programs through high school, but there
seems to be a hesitancy beginning at the junior high school level to enter into
programs that would set one apart from the peer group. There appears to be a
hesitancy to seek counseling ant guidance as well as a hesitancy to seek personal
development through the cultural arts. (The second year's evaluation report
combined discussion of Title III cultural arts and counseling programs.)

"Success of the demonstration programs is due in large part to the concentrate(
effort of providing a total program. The same effects would require years to
accomplish if fever personnel were used to present the program. Equally important
to the success of the total program is the professional competencies and
dedication of the teachers who have sacrificed greatly to prove the value of such
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a venture. Success is measured largely in observational terms of viewing pupils
excitedly involved in learning processes through cultural arts and in development
through guidance and counseling assistance.

"One of the greatest problems that would be encountered in an expansion of
the present program would be the lack of trained professional people available for
such programs, coupled with the generally low salaries and largely inadequate
facilities in already overcrowded school buildings.

"Pupils in this Appalachian area fall well behind their urban peers on
standardized tests measuring school learning. Curricula are not consistent with
pupil needs. We have been fortunate to have two demonstration programs designed
to improve pupils' self image and provide growth-producing experiences. Perhaps
a first priority would be the provision of an adsquate financial basis for school
operation followed by relevant school progransPeequate teaching. it is considered
that both the guidance and cultural arts programs would strengthen a school to a
great degree. The teaching processes in these programs empheisze the uniqueness
of the individual learner and differential growth rates. Many of the techniques
could be generalized to the regular academic subject areas in an attempt to reach
more pupils. Perhaps the most important value of the program will be in providing
a means whereby the underdeveloped pupil can overcome his cultural, social and
educational defioiencics through ability to deal with ideas and abstract data."

The final year's evaluation attempted to: (1) describe the cultural arts
program elemento in some detail together with changes that have taken place
with experience, (2) evaluate the value of consultants, travel monies, evaluation
and dissemination, (3) determine.more conclusively the impact of the program on
pupils, teachers, parents and community, (4) make recommendations to others
regarding future cultural arts programs, and (5) to present the statistical
findings of later testing on the Torrance Tests of Creative Thinking that was
used in the two previous years' evaluation program.

In order to ae%ieve the evaluation goals, individual and group interviews
were held, followed by a requirement of individual cultural arts teachers to
:'escribe their work in a written report. These reports included all of the areas
suggested above or relevant to the final evaluations. The written reports were
followed by final meetings as a group and individually to further refine the
reports. Conclusions of the cultural arts teachers are summarized in the following
chapters of this report.



CULTURAL ARTS

Summary Statement

The need for a coordinated program was seen as both valuable and necessary
by all of the participants in the group evaluations. There wee very little
actual correlation and coordination between various segments of th, three cultural
arts due to scheduling pressures and physics.'. plant, arrangements. The group
decided that more planning in curriculum and the progression of learning situations
could have bean done. This would have been of benefit to all levels of study as
the parallels between various programs were stressed.

A program coordinating the cultural arta activities with other parts of the
school curriculum was seen as desirable by the participants. The interrelation
of all types of learning was recognised and it was thought that learning, in
general, would be enhanced by the wide range and variety of means of self.
expression by the students. Movement from academic isolation toward curriculum
orientation seemed to be necessary for the program to become more effective and
to be seen as an integral part of the school experience.

The direct relationship of a cultural arts area to a specific discipline
within the traditionally academic definition was pointed out by several of the
group members. For instance, music or drama could be used as a motivation or
medium for social studies classes, while art techniques could be used during the
lessons.

The cultural arts activities are a way of presenting scientific principles
and terms, even at the third grade level. Other relationships mentioned were
between music and mathematics, and music, art and fractions or geometric designs.
In one specific phase, the cultural arts teachers related their work to space
flight and included scientific terms, as well as the child's place in relationship
to the total environment that bas been expanded to outer space.

The central theme of the discussion seemed to be that the cultural arts
provide many more ways, beyond the previously established ones, for the student
to communicate, He is given the opportunity and tools with which to express
himself more completely than is possible when he is limited to written and verbal
classroom exchanges. In summary, they serve as thinking and freeing exercises.

Each of the arts could be used as a teaching tool in the regular classroom.
Teachers who participated in the arts activities of the students were able to use
many of the ideas in their claseroom activities. the active participation of
the teachers was seen as a learning experience for them.

The cultural arts should be required as part of each student's educational
experience for the first nine years of school. During the high scLool years
(grades 10 through 12), the arts should be available to students on an elective
basis.

In planning such a program, it should be assured from the beginning that the
program would work is a positive manner. For example, limiting record selection in
music class to "Classical" music can be even more alienating to the student than
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inclusion of all types of music. The child's self-concept may deteriorate and
be may become even more alienated from the whole school program through the lack
of relationship to his life.

Several teachers suggested that cultural arts should be viewed as the "heart"
of the school curriculum, rather than as a fringe benefit. "It is most effective
to work from cultural arts to other things," said Mr. Hodges. Mrs. Sorrell thought
that, "In the past the '3 P's' were the core for grades 1 through 12. The core
should be cultural arts."

Mr. Brandon proposed further, "In grades one through three there is a need to
devise a base, increase the attention span and the concentration ability of the
students." The cultural arts could help in this respect in the early grades, and
even though traditional instruction is delayed, pupils should end up knowing more
English and arithmetic than with present rote methods.

Culturel arts teachers agreed that it was the functioning of the mind that
was exercised through creativity. Self-expression in first graders was improved,
as was attendance, attention and ability to observe things in the experiments
done at that level. It was thought that similar effectb might be found at other
grade levels.

To make the cultural arts core into such an integral part of the school
program, it weuld be necessary to:

a. have enlightened and open-minded teachers,

b. have expert and non-expert help,

c. have synopsis and evaluation of each year's work,

d. have consultants evaluate and assist the teachers in correlating
and coordinating their program end planning and solving special
problems as they arose and

e. carry out work-shops for classroom teachers, luting both written and
verbal tnstruction, so that "carry-over" would be greater and the
program might be continuous.

The people in the comounity might be made aware of the functioning of the
program in many ways, i.e. "truck-back" plays, art exhibits at public gathering
places, music performances for civic organisations. The objective would be to
get the public in to view the progress of the students or, barring that, take
the students' work out to the general public.

Each member of the discussion group seemed to have gained something from
participating in the final evaluation of the three-year Cultural Arts Vrogran. In

verbalising their thoughts, they formulated the following recommendations thich
could be helpfUl to educators considering similar cultural arts programs.
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RECOMMENDATIONS

1. Cultural Arts classes should be assigned rooms in close proximity to
each other, to facilitate cooperative ventures. They should be a part
of the total school program, rather than a separate entity.

2. Schedules should be arranged to permit classes to eery over information
from one part of cultural arts to another or to permit consolidation of
all three sections into one block of time, team-taught, and designated
as "Cultural Arts."

3. Correlation of cultural arts with other academic subjects is advisable and
essential.

4. A cultural arts activities room or museum designated for displays which
would be used as a teaching aid for all parts of the cultural arts program
was recommended.

5. Inclusion of the cultural arts as a v;.tal part of the 'teacher-training'
program in universities and colleges was highly recommended.

6. Consultant -evaluatior working throughout the program in cooperation
with teachers could be an essential part of a program designed to
change direction toward greater meaningfulness when needed.

7. The consultant-evaluator could serve as the cultural arts coordinator,
or if not, a broadly prepared individual should be selected for such a
position. The coordinator should encourage and assist individual
teachers to try new and creative approaches to classroom learning
and interpret such approaches to school officials.

8. The use of consultants on a periodic but regular basis could be an
effective means of monitoring an educational program. Inter-county
cooperation is recommended so that consulting fees can be shared.
Cultural arts teachers suggested consultants from outside the immediate
geographic areas who could provide new ideas and different
approaches than are available locally.

9. Evaluation programs, when directly contributed to by teachers, are
most effective. They feel defensive about evaluation results if not
directly involved. They learn a great deal more about the effectiveness
of their program when deeply involved in all stages of the evaluation
program.

10. School officials, both county and local, should be involved in all
phases of any new or model program, with dafinite responsibilities
for program planning, implementing change, evaluation and dissemination.
Perhaps such involvement needs to be specified in a funding proposal.
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11. It appears that teachers (cultural arts and others) need to be utilized
to a greater extent in school curriculum planning. Many teachers are
hesitant to experiment because of poor communication with and some out-
right discouragement from school authorities. More effective pre-school
planning and regular in-service meetings could provide the channels for
effective educational improvement.

12. Pre-school planning meetings should include an introduction of school
personnel to new programs and plans. There is a special need to allow
teachers' interaction and aleo to indicate, in some manner, ',he
interaction of each element of the school curriculum as it becomes a
total school program.

13. Dissemination efforts are essential in any special or model program.
The program should probably be coordinated by the uchool system. All

project personnel, teachers and supervisors should plan and carry out
such dissemination activities.

14. Teachers' profesoional development should include encouragement and some
financial support for attending professional meetings and visiting
exemplary programs. Sufficient time should be allotted for such
visitations, and the teacher should have a responsibility to share
learnings With other school personnel.
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Eva' cation of Program

By Cultural Arts Teachers

Following are composite summaries of the three phases of the cultural arts
programs- -art, music, and drama - -based upon reports submitted by the Title
III E3EA teachers to the program evaluator at the end of the third and find
year. The report for each subject matter area cuts across all grade levels
involved in that particular program.

The evaluation questionnaire used as the basis for the cultural arts
teachers' reports is included following the summaries of their replies.

MUSIC

An unusual aspect of Title III ESEA music program was that it began by
serving children in grades 1-12 in three Crossville schools, but, as a result
of operational evaluation of the program's effectiveness in high school, its
direction was changed during the third year. The high school portion of
the music program was deleted from the cultural arts curriculum and replaced
by an itinerant teacher serving six rural elementary schools. This change
was based upon recommendations of county school officials, who pointed out that
any continuation of the cultural arts program would have to involve children in
rural as well as city schools and that a roving teacher serving a number of
small rural schools could provide valuable data upon which to base possible
future programs.

The traveling teacher, Mr. David Brandon, had 1,700 pupils who met either
weekly or bi-weekly. In the absence of a prescribed curriculum, his major
goals were to provide a cursory cultural experience of wide diversion in
musical styles, types and aspects, with other art forms and academic subjects
correlated, whenever possible, to augment the children's cultural experiences;
to induce creative thought and expression; to provide an outlet for expression
and personal enjoyment; to promote cultural relativism and open-mindedness,
and to teach a basic methodology in problem solving.

These goals were more successfully realized in the lower grades; in the
upper grades negative attitudes which surfaced after the first four months
forced the teacher to settle for the obvious objectives of providing cultural
experience and creative expression.

Emphasis in the lower three grades was on fun with music and hearing,
perceiving and remembering what was heard, with patriotic and folk songs most
widely used. Some beginning theory was introduced in the middle elementary
grades, and a creative project in someway connected with music was required of
each pupil. Some contemporary show songs were introduced in the upper grades,
and a research paper or creative project outside of class was required. More
attention was paid to theory and vocal techniques, and historical background was
introduced where possible.

The teacher had 35 records, teacher's editions of music textbooks for grades
3-8, assorted musical instruments and some community -type songbooks. His budget
was $250, no part of which could be used for equipment.
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Enrichment was emphasized by Mrs. Jane Swan at Crossvi40 Elementary School,
covering grades 1-5. One of her main objectives was to help children learn
more about music and especially to enjoy singing. Mrs. Swan, like Mrs. Mary
Crabtree, drama teacher at the same school, had no classroom of her own but
went from homeroom to homeroom conducting her music classes. She also met
some classes in the school cafeteria, where a piano was available. She used
rhythm instruments, authoharps and Tonettes, which she carried from room to room
on a wheeled cart along with printed materials. Her budget, like that of all
the cultural arts teachers was provided through Title I ESEA funds. A set
budget was made available during the first year of the cultural arts program and
was kept current so that a budget balance was readily known. The procedure was
not followed during the last two years, with some resulting uncertainty about
fund balances.

Mrs. Swan had a number of personal objectives in her music program, covering
such areas as listening, singing, playing simile instruments, reading music, and
learning rhythm and creativity. She also sought to increase the child's
natural love for music and his pleasure in group participation, to help children
develop musically in keeping with their interests and capacities, and to provide
those children with opportunities for creative expression.

Mrs. Beverly Register taught music during the third year at Cumberland
Elementary School, a middle school for grades 6-8. All students were required
to take each of the three cultural arts courses at the middle school. Each
drama and music class met for two 40-minute periods weekly; art class was for
80 minutes once a week. Music class was held in a small room without adequate
space for creative movement. There were no study guides or books, but there
were a number of instruments and audiovisual aids.

Mrs. Register's experiences were typical of the teachers who came into the
cultural arts program after it began. Her final report zeads in part:

Because the music teacher came into the cultural arts program
during the third and final year, a completely accurate evaluation of
the entire music program cannot be given. Since there were no
reports, lesson plans or evaluations written by previous music
teachers, she had no idea of the students' attitudes or knowledge
about music at the beginning of the program. She could only try to
evaluate the progress and the changes of attitude that occurred during
the year she taught ... She only knew that she was teaching in an
area where many of the students had very little specialized study or
experience of any kind in the cultural arts other than a few students
who participated in band or studied privately ... By realizing that
with the end of this program would come the end of many of the
students' contact, study, and experience with cultural arts, she began
to recognize the true importance of the program. She felt she must
convey as much appreciation, knowledge, and enjoyment as she possibly
could during the final year in an attempt to guide the students until
they would want to continue this learning and personal enjoyment of
music. During the third year of the cultural arts program at
Cumberland Elementary School, the music teacher emphasized the elements
of music--melody, rhythm, harmony and form--through singing, listening,
reading, research and discussion.
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One of the most important objectives of the music program was to
give the students an opportunity to learn about different types of
music so that they could begin to appreciate music and
personally enjoy it. By studying many types of music, the students
would then be able to choose the music they liked and have a reason
for their judgmem J. Another objective was to teach the students
the correct way to pronounce and enunciate their words when singing.
Many students can use this information when they sing in chorus
or church choirs or even in popular music groups. The music teacher
taught basic fundamentals of music theory end music history. Another
objective was to guide the students' understanding of music to an
enthusiasm which would encourage their interest and enjoyment in
music and development of their talent. Each of the units taught were
objectives in the music program. At least the students should be
more aware of music now than before. If they learned to enjoy music
personally, any objectives were achieved.

Mrs. Register described the problems which a teacher may face when trying
to expose junior high-age students to many types of music:

The students studied everything from folk and rock music to serious
or classical or "good" music. Because of their limited backgrounds,
the teacher found it extremely difficult to interest the students in
so-called classical music. The terms "classical" or "symphonic" could
rarely be used. As soon as the students heard these terms, they
immediately said they did not like "that old dull music." Although
few of the students had ever seen a live performance, they knew they
did not like it. To them a class based on this music was boring. The

teacher did not demand that the students like or pretend to like
it. She simply felt that they should know enough ,bout it to know
why they liked or disliked it. The teacher used a unique book,
Young people's Concert, by Leonard Bernstein, whichresents listening
examples with excellent chapters to introduce these in a way the
students seemed to identify with. The students responded quite well
to these lessons.

Mrs. Register also recommended the !talc Educator's Journal and the Bowmar
Record Series, which she termed "great." She said that the listening examples
in the Bowmar Record Series "are appropriate for the (junior high) age group
and there are many possibilities for creative movement and dramatic activities
to music as well as just listening."

For classroom teachers who wish to continue music instruction at Cumberland
Elementary after the cultural arts program, the Title III ESEA teacher turned in
a complete book of lesson plans to the school's principal. Units included
the following:

1. What is Music?
2. The Development of Music
3. The Different Musical Styles
4. Composers

5. Instruments of the Orchestra
6. The Correct Way to Sing
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7. Creative Music Activities (EMphasizing mood
and feeling)

8. Basic Fundamentals of Music (Rhythm, form,
harmony, music reading, musical terms
and symbols)

9. Listening Activities
10. Singing
11. Folk Music
12. Rock Miele (for fun)
13. Classical Music

Mrs. Swan also duplicated a series of original songs written by children
at Crossville Elementary School for distribution to interested teachers.

All three music teachers stressed the desirability and the necessity for
communicating to new Title III teachers the philosophy behind,an innovative
program and its broad goals and specific objectives. The two new teachers who
came into the program after it began also realized the need for complete and
accurate records on previous classes, including information on lesson plans and
pupil accomplishments. All of the cultural arts teachers, intluding those in
art and drama, realized the need for orienting other faculty members in their
respective schools about new Title III programs and enlisting their support in
making the new programs part of an overall school operation and curriculum.

Of the three Title III music teachers, only Mrs. Swan, who was with the
program for all three years, had access to consultants furnished by the project.
Based on her appraisal of the value of such consultants and on the desires
expressed by the two new teachers for consultative help, it is indicated that
professional consultants would bei.very valuable during all three years of such
an innovative program.

Subjectively, all three music teachers felt that their part of the cultural
arts program had benefically affected large numbers of pupils in ways not
possible to measure objectively. The Crossville Elementary teachers, who had
been with the program all three years, expressed preference for the kind of
evaluation conducted during the first year, when a visiting team of experts were
brought in from area universities to judge the effectiveness of the program and
to make recommendations for the final two years of the project.,,The second
year's evaluation was built around printed instruments, such as the Torrance
Test of Creative Thinking, in an effort to quantify program achievements,
expecially personal development and changes in attitudes among pupils resulting
from the program. The Cumberland Elementary teachers said that all the cultural
arts staff should have writte4 personal evaluations of their work at the end
of each year so that new teachers would have their records when trying to
evaluate the entire three years of the program.

A music program like that in the three Crossville schools lends itself to
public dissemination better than some other areas of instruction, since formal
programs and concerts featuring pupils can be given. During the last year of
the Title III program, for example, there were three concerts at Cumberland
Elementary School. The entire school participated in the last musical, with
100 pupils in the cast and others helping with props, scenery, costumes, programs
and choreography.
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How effective these programs were in persuading the public that the
cultural arts project was valuable enough to support with extra tax dollars is
open to question. One teacher said: ''To influence the (county) court, tax-
payers and educators, you must let the students, their parents and other
teachers sell your program by lining up some method to confront the people
you want to talk to with a saturation barrage of the opinions of those uho
have had a satisfactory or rewarding experience in the program."

Since all three Crossville schools functioned as demonstration centers
for the entire 16-county project regica, teachers from other systems were
invited to visit and observe cultural arts classes during the entire project
and especially during the second year. A number of eCucatore outside of
Cumberland County did respond to the invitation, but the cultural arts teachers
had such large classes and such crowded schedules that they were unable to
explain fully their programs to visitors and to answer questions. Cne conclusion
to be drawn from these experiences is that the demonstration aspect of Title
III ESEA programs should be stressed sufficiently that local officials allow
enough time in a teacher's schedule to confer with visitors. There also should
be provision for briefing visitors before hand and for following up on their
interests in the innovative program once they return to their home schools.
Visitations, therefore, should not be a casual thing, but in programs like that
in Crossville should be structured enough that they provide all concerned,
including visitors and Title III personnel, with satisfactory experiences.
Walk-through visitations of innovative programs would seem to be of little value
unless they are coupled with a genuine desire on the part of visitors to adapt
as many elements of th new program as possible to their home situations. There-
fore, the work that is done in creating that desire before the visit and the
follow-up in helping visiting teachers utilize innovative techniques in their
own classrooms can be juAt as important as the actual visit itself.

The drama and music teachers at the elementary and middle schools worked
together on preparing public programs and in some team-teaching situations. All
cultural arts teachers participated as resource persons in.a 12-county pre-
school in-service program in Cookeville at the beginning of the 1969-70 school
year. The music teachers. along with other cultural arts teachers, expressed
interest in having more Leetings within their subject matter fields and
with project consultants, local school officials and the project staff.

In discussing administration of the cultural arts program, one music
teacher expressed the desire for a local coordinator:

Maybe what we '-needed was a.local coordinator.for.the whole
program to have held us together and be the one contact with
local authorities. Within our school framework, things worked
fairly smoothly and everything was done that could be done. Our
principal, however, was unsure about the role we were to play in
such things as in-service. my recommendation would be that everyone
know as much about the program as possible. All should be in complete
agreement on every phase of the program. A local coordinator would
be recommended who is well versed in all federal programs as well as
any new ones that might be added to our local system.
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One music teacher recommended that all pupils in the first five or six
grades be required to attend some unspecified cultural arts classes. Another
felt that children should not be required to take music, art and drama, but
be allowed to choose one of the three. She pointed out that all pupils are
not talented in all three fields.

The feelings of the music teachers about the value of their program are
well summed up by one instructor:

Students who want to major in music, art or drama in college
should have an elementary and high school background just as do
the math or history majors. Music, art and drama also are
important in the emotional development of the whole person. As

some of the students often said, music may not teach them to add
or get a job or be useful, but it can certainly make life more
enjoyable and meaningful. Even if some of the students do not like
music, art or drama, they should not be totally unaware of everything
concerning (these cultural fields).

Concerning the impact of the program, all three music teachers spoke of
adding fun and enjoyment to the pupils' school day. They stressed pupil growth
in thinking and evaluation plus movement away from rote learning, as well as
broadening children's understanding of music. Some sample comments:

The most perceptible influence on the attitudes and feelings of
the students was a pleasurable music class experience which made
school a little more fun, thus cutting down a major inhibitive factor
to learning.

One boy told me he would just quit school and go on strike if there
were to be no music, art or drama. Some of the teachers are
beginning to ask for my lesson plans and ideas because they want to
do as much as they can to narry on the music program I have started.
The students have found there is iznre to music than singing, and I
feel they know more about what makes music and the part they can
play in it. Their outlook has improved over the three years, and
they realize now that there will be a void in their school life
without (music).

The teacher at Cumberland Elementary School polled sixth, seventh and
eighth grade students on their feelings about the cultural arts program. To
the question, "Do you think music should be offered in school next year?",
156 sixth graders said "Yes," and only four said "No." Of the seventh graders,
162 favored offering music and 12 were opposed. In the eighth grade, 159
answered affirmatively, while only 23 were negative. To the question, "Do you
feel that the cultural arts program has helped you?", the answers were as
follows: sixth grade, 151 yes, 9 no; seventh grade, 156 yes, 17 no; eighth
grade, 139 yes, 43 no. To the question, "Did you learn very much in the
cultural arts program?", 152 sixth grades said "Yes" and only 8 answered "No."
In the seventh and eighth grades, respectively, 148 and 137 answered "Yes"
while 25 and 45 said "No."



14

The music teachers were asked for suggestions to improve existing programs
and for building new programs. Some of their replies are as follows:

*Limit class size to about 25 students.

*Use a team of drama, art and music teachers to work in block of time,
emphasizing interdisciplinary cultural and academic programs.

*Expose students to many experiences to broaden their knowledge, including
field trips, nature walks, and cultural events.

*In-service training for all teachers in new techniques and practices
in creative teaching and the cultural arts.

*Student involvement in planning the music program, selection of teachers
at the high school level, and some independent study in the creative arts.

*Either sufficient classroom space at each school or at adequately equipped
mobile unit which could be moved from one location to another.

*Adequate instructional materials, including relevant series of music
textbooks, and adequate budgets for materials and supplies.

*Exposure of pupils to live music performances by outside groups of artists.

*A yearly plan of instruction flexible enough to suit student interests.
Included should to a workbook on music fundamentals geared to the student's
level of understanding.

*If personnel in such an innovative program changes, incoming teachers
should have interviews with outgoing teachers or principals to become
acquainted with the program as it exists so they will be aware of the musical
backgrounds of the stndents.

*In junior high school, a general music course should be required of all
students for one year, with elective courses available in special areas for
the remaining two years.

*Employment of teacher aides with musical ability.

*A series of several short classes during a week rather than one long
class period.

*A budget of approximately $500 a year for materials and supplies.

*Cultural arts teachers could be used to lead a workshop-type in-service
program for classroom teachers so that an innovative program would be under-
stood and utilized by all teachers. Areas of emphasis in such a teacher
training program should be on materials to take beck to the classroom and use
and on techniques in the teaching of music.

The complete reports of the Title III ESEA music teachers from which
this summary was prepared are on file as an appendix to the final report of
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Project Upper Cumberland, as are the individual reports of the art and drama
teachers.

DRAMA

The reports of the three drama teachers involved in the Title III ESEA
cultural arts program parallel those of the music teachers in many ways, such
as stressing the need for adequate orientation of both new Title III personnel
and of the teachers with whom they are to work when an innovative program is
begun, the necessity for adequate facilities and funds, the difficulty in
evaluating the effectiveness of such a program, and the need for adequate
direction while at the same time allowing enough flexibility and individual
freedom that each teacher can make the most of his individual situation.

Two of the three drama teachers were with the Crossville program during its
entire three years. They were Mrs. Mary Crabtree, Crossville Elementary School,
and Mrs. Eileeen Simms, Cumberland County High School. Miss Barbara Kueus
was drama teacher at Cumberland Elementary School the first two years of the
program and was rep7.aced by Miss Judy Brown the third year.

Miss Brown, as did the two music teachers who entered the program after
it began, emphasized the need for some kind of continuity between incoming and
outgoing teachers. It seems especially important that lesson plans used by
each teacher be filed so that new instructors have some idea of What has
gone on before.

Within the broad goals of the project, each drama teacher developed her
own objectives, in keeping with her school and the ages and needs of her pupils.
Objectives at the elementary school were to help children formulate their own
ideas and to give them the necessary confidence to communicate those ideas.
A principal objective at the middle school was to help students develop their
creative ability. At the high school, where drama took the form of an elective
course in theater arts, objectives were pupil self-expression in an open
atmosphere, development of the students' abilities, increasing their under-
standing of values, meanings and purposes; aiding them to achieve some measure
of s%ccess, and encouraging them to express their feelings.

All students at the elementary and middle schools were required to take
drama each week. Five classes in the theater arts were offered at the high
school, with a total enrollment of 135 during the third year of the program.
The drama teacher at the elementary school had no classroom of her own but, as
did the music teacher, went from homeroom to homeroom, sometimes as a team
member and sometimes individually, for her classes. The drama students at
the middle school used the school auditorium as their "classroom." Facilities
were probably best at the high school, where a large classroom and some special
equipment were made available.

The drama teacher at the elementary school initially had approximately 950
pupils per week, meeting 27 classes with 35 to 43 children in each. Each
child had drama for one hour a week. The teacher had five class periods for
three days a week and six periods the other two days. Class size decreased
somewhat during the third year of the program, but otherwise conditions remained
about the same during the entire three years.
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Drama at all three schools was taught not with emphasis on formal stage
presentation but as a means of developing the individual child. Specific
oblectives of the creative dramatics program at the elementary school during
1969-70 were scheduling activities related to the basie curriculumlincluding
such subjects as lanauage arts, social studies, and science; reinforcing
previously learned techniques in rhythm, movement and characterization;
providing many experiences in story dramatization, and improving children's
ability in analytical, critical and elaborational thinking. In the middle
school, the creative approach to dramatics lent itself to the use of role
playing techniques in attacking fictitious and realistic personal problems.
Students ale° were encouraged to understand the difference between fictional and
real-life situations.and between serious drama and comedy.

The teacher tried to help her students understand the advantages of
studying dramatics and the fine arts. in the same vein, students at the high
school were given an opportunity to attend plays given each Friday by drama
classes.. A noticeable improvement in audience behavior occurred during the
project period.

The dramatics program at the elementary school evolved in this manner:
1) In 1967-68, the development of the child's awareness and sensitivity was
stressed. 2) In 1968-69, objectives focused on specific dramatic goals,
with emphasis on thought and concentration. 3) In 1969-70, emphasis was on
the use of previously learned dramatic skills in curriculum-related activities.

The middle school program emphasized development of students' imaginative
powers and expansion of individual potential for creative thinking and expression.
This approach included creative use of the five senses and development of
expressive faculties to help students communicate better. Pantomime,
improvisation, movement exercises and the spontaneous playing of real-life
situations were some of the techniques used. Music also was used when appropriate
to help stimulate student responses.

Classes were set up on a problem solving basis. A scene's purpose might be
the creation of a mood or emphasizing tee of one of the senses. After each
scene, the entire class was asked to criticize the work of the performers,
answering such questions as: "Did they fulfill the purpose of the scene?" and
"How well did they do it?"

The drama teachers used many self-developed materials for stimulating
dramatic experiences, such as pictures, poems, stories, properties, costume
pieces and music. A comprehensive list of books and records particularly
useful in beginning a creative dramatics program in an elementary school is
included in the appendix to the 1969-70 Project Upper Cumberland report to
the State Department of Education or can be obtained from Mrs. Mary Crabtree
at Crossville Elementary School.

Dr. Barbara McIntyre of Northwestern University was especially helpful
as a drama consultant to the three cultural arts schools. Dr. McIntyre was
instrumental in helping develop the emphasis on creative classroom dramatics
followed in the program rather than on formal stage plays.

All drama teachers, as did the other cultural arts teachers, stressed the
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difficulty of evaluating in objective and specific terms the effects of their
program on Crossville school children. Most felt that evaluation of their
kind of program must be done subjectively, utilizing feedback from students,
teachers and parents. At the same time, as one teacher noted, it is difficult
for those not knowledgeable in creative dramatics to evaluate what is taking
place in such a program. As one drama teachers wrote:

It has become increasingly difficult to verbalize in regards to
the effects of this program. It has been described time and again.
Unfortunately, drama does not leave a picture behind to be compared
with an earlier work. We can only compare the child to his earlier
self. A drama teacher is not a psychologist, yet whe claims many
accomplishments in terms of her original (humanistic) objectives.
Positive results with the program are shown in the improvement in
students' verbal ability, vocabulary, and self esteem, as well as
freedom of movement and ability to appear before groups. Self
expression in these pupils is developed to a high degree in comparison
with other pupils of the same age. The amount of pupil interaction
has increased and individual students seem to benefit in varying
degrees, but all display more confidence in themselves.

As previously noted, there seemed to be good opportunites for team teaching
in drama and music classes, perhaps because then was a natural and desirable
tendency to work together on those musical and drama productions that were
staged for th' public.

A serious weakness in the entire cultural arts program, which is often
referred to in reports of all nine teachers and alluded to even more frequently,
was the lack of specific, behavioral objectives for the program, a lack of
planning on the part of project and local authorities before the program became
operational, and a failure to orient both the new Title III ESEA teachers and
veteran faculty members in the schools to which they were assigned about
purposes and procedures of the innovative program. This no doubt was partly
caused by the late funding of the project and by the serious lack of time
between the funding date and the beginning of the school year when the art,
drama and music programs were to be begun. The weakness is pointed up in
this statement of one drama teacher:

If there were any orientation, I was not aware of it. I was
hired two days after school began and met classes two days later.
I was given no instructions or recommendations in my department.
In fact, I was told by both local and project people that they
did now know just what I was to do, other than meet each of the
27 classes once a week. I do not say this critically. Few areas
are accustomed to creative drama as a classroom tool. It was a
baptism by fire. Certainly, we cultural arts teachers were
presented rather poorly to the faculty. The burden seemed to rest
on us to prove that we would not be a bother. It took many months
to wear down the resistance to our program, simply because we
caused interruptions. Eventually, the classroom teachers got
accustomed to us and were able to evaluate our work with their children.
I would recommend a session resembling a mini-workshop during the
first in-service days that would permit the drama teacher to stimulate
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interest in and explain (her) program to the classroom teachers.
Needless to say, we should have been presented as a blessing, not
a burden.

With the benefit of hindsight, it appears that the cultural arts program
should have been begun on a pilot basis during the first semester of the 1967-68
school year. Instead, a full-scale program attempting to touch all children
in two of the schools and interested students in the high school was started.
A pilot program would have enabled all the cultural arts teachers to work out
scheduling problems, formulate their individual objectives, confer with consultants
shape their programs, and relate what they were doing to existing curricula and
faculties. It also would have given project and local officials time to
familiarize themselves with the purposes and philosophies of Title III ESEA
and to transmit such information to teachers taking part in the innovative
cultural arts program.

There were different ideas about the scope of a creative dramatics program.
The elementary school teacher felt that all children in the lower grades, with
the possible exception of first graders, should have creative dramatics as part
of their basic curriculum. The middle school teacher said that drama should
primarily be an elective subject for junior high students and, if required of
all students, should have no letter grades.

Other recommendations for implementing similar programs were:

*A coordinated program covering grades 1-12 to prevent breaks in
progression and overlapping.

*Adequate time for evaluation and dissemination, if these duties are to
be required of Title III ESEA teachers.

*Opportunities to visit other programs and talk with those in the same
field.

*Centralization of art, drama and music programs with shared facilities and
materials. Coordination of these three programs was seen as desirable by
several cultural arts teachers.

*Adequate facilities and equipment, including at least a modest stage,
a minimum of lighting equipment for public performances and storage space for
costumes, properties and audio-visual equipment.

*Qualified teachers who, if possible, would be both educators and
professional theater persons.

*A classroom which can be darkened and have some simple types of lighting.

"One teacher noted that something needed to be done to add flavor and a
certain amount of illusion to a classroom and that lighting is more important
than a stage in this respect."

*Audio-visual equipment such as 16 mm. projectors, audio tape recorders,
and videotape recorders and playback equipment. This would be most helpful in
dramatics instruction.
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*An avenue for ready communications with school authorities. The
program must have the support of county and individual school administrators.

Note: A curriculum guide for theater arts I and II in high school was
developed by Mrs. Sink during the Title III program. She was assisted in
this by Thomas P. Cooke of the University of Tennessee. The curriculum guide is
included in the aforementioned appendix to the final Project Upper Cumberland
report or perhaps can be obtained from Mrs. Simms at Cumberland County High
School, Crossville.

ART

The art programs in the three Crossville schools were similar in many
ways to the music and drama components already described. All children at
Crossville Elementary School and Cumberland Elementary School, the middle
school in Crossville, were required to take art each week, while the subject
WO offered at Cumberland County High School on an elective basis. There
consequently were many space and scheduling problems at the first two schools
but more control over these factors at the high school.

Mrs. Thelma Sorrell and Mr. Joe Ed Hodges were with the cultural arts
program all three years at Crossville Elementary and Cumberland County High,
respectively. Miss Nancy Tucker taught art at Cumberland Elementary School
during the last two years of the Title III project.

At the beginning of the cultural arts program in 1967, the three art
teachers established two long range goals: 1) "Visual sensitivity--To
help students become aware of the beauty that surrounds them in their everyday
lives. Students must be taught to observe and be aware of visual beauty."
2) 'Creativity - -To help students create beautiful things. Creativity comes
only through participation. From having created something oneself, with
varying degrees of success, one is much more able to appreciate beauty that
others have created.°

Activities aimed at achieving these goals and the specific objectives of
different instructors varied. In the elementary school, they included making
pictures with paint, crayon, chalk, or cut and torn paper; printing fzand
stenciling; making puppets, paper and cardboard toys, masks and decorations;
modeling figures from clay and paper pulp; such crafts as carving, stitchery,
and weaving; making simple booklets; and introdueing elements of art
appreciation through displaying reproductions of fine paintings, sculpture,
decorative arts and nature.

Msin cbjective of the first year's program at the middle school was to
develop an understanding of design, composition and organization. Later, as
has been noted, crafts were introduced, to be followed by activities emphasizing
visual perception and self-expression. The final phase of the program dealt
with art in three - dimensional form. The teacher felt that art is a whole way
of life and that students should be helped to realize that art exists not only
in painting and sculpture but also in the arrangement and decorations in
individual homes, factories, stores and streets. In this connection, students
made architectural plans and designs for cities.
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The high school art program began as five classes in first-year art.
During the second year of Title III ESEA, the high school offered three classes
of first year art and two of second year art. By the third year, the high
school offerings had progressed to two sections of first-year art, two of
second-year art and one of third-year art. This procedure allowed some
students to build a major in art. The decision to offer courses in such a
sequence was made by the art teacher, with the tacit approval of local school
administrators,

The curriculum for the three-year sequence was cumulative as well as
sequential, based ona philosophy of pending visual mesaage4 (the art work of
the students) and receiving visual messages (exercises geared to analysis and
appreciation of art).

Framework for the entire high school art sequence was built on the basic
elements of art structure: line, color, form, shape, texture, composition and
space. Every lesson had one or more of these basics as its foundation. Most
instruction took place in the classroom, but other situations were used, such
as sketching downtown buildings.

It was found that the junior high school art students were at an in- between
age: old enough to learn complicated art procedures but having a short
attention span. It was recommended that, with this in mind, a junior high art
program be set up to help students get the greatest possible feeling of
achievement without long, laborious effort. Such a pl,ogram could be divided
into six areas: crafts, painting and drawing, print making, commercial art,
three-dimensional art, and enuironmental design.

An art program necessarily needs more instructional materials and supplies
than some other forms of instruction. During the third year of the cultural
arts program, Cumberland County made available to the art program the following
811V3 for materials and supplies: Cumberland County High School, $1,250;
Cumberland Elementary School, $1,017; Crossville Elementary School, $1,200. In
addition, some bills were paid from local school funds, and during each of the
three years of the program, interested citizens in the community donated about
$800 for the high school art classes.

Title III ESEA furnished a collIge consultant for the art program during
the project's first two years. Reduction of funds forced elimination of the
consultant from the project budget during the third year. All the art teachers
felt that consultative help was needed, especially in forwulating new ideas,
methods and approaches to art instruction; understanding the philosophy behind
such instruction, and identifying sources of materials. The suggestion was
made that the teachers themselves should haw been allowed to choose their
own consultant rather than having him named by project administrators.

Publications recommended for those interested in beginning an art proven
were Emphasis: Art by Wathoeviak and Ramsay and such journals as School Arts
and Arts and Crafts. The art teachers concurred with other cultural arts
teachers in judging the subjective evaluation of a team of visiting educetors
during the program's first year to be note useful to them than the test-
oriented evaluation of the second year. The nine Crossville teachers also
agreed that an objective evaluation of their Kind of program is extremely
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difficult it' not imp'ssible and that behavioral objectives in the cultural arts
would be difficult to write. As one teacher noted:

It is the teacher's observation that both local and project objectives
have been successfully met, as far as the students' work is concerned.
To what extent connot be answered, but case after case of profound
effect on students could be listed. From the view at the teacher's
desk, day after day, there was certainly evidence of success hundreds
of times. Students generally have become more open, but they still
are not inquisitive or self-directed to a large degree. The students
demohstrate increased appreciation and a desire for more courses.
After graduation, former students indicated that the art program
had opened new horizons to them and had aided career delineation.
Three students have gone on to study art elsewhere.

A teaeker not in the cultural arts program wrote of its effect on
Crossville Elementary School pupils:

As one looks back and ponders the effectiveness of the program, one
cannot forget the difficult situations and surroundings that existed.
The art room itself has evolved from an eyesore to a beauty spot. Its

beauty has spilled over into the classrooms, hell, library and dining
room. It has been a program that held somethine for everyone. Teachers
have learned new teaching techniques. Parents have watched with
interest and shared in joys of work well done. But the children
who participated are the one who have gained the most. They have
reached plateaus and glimpsed visions that invite continuous
exploration. They have known the joys of success and the sweet
satisfaction of creating "masterpeices." We, the adults, will not
judge them by their finished results alone but also by their growth
and development in creating and inventing.

One recommendation from the art teachers about evaluation was that, for
similar programs, first-rate art educators such as Frank Wacowiack or Edmond
Burk Feldi.an of the University of Georgia be secured to advise Title III
personnel and to :Lae operational evaluation of the program.

The value of individual effort by Title III teachers in dissemination of
information is indicated by the large number of published articles on the art
program, many of them resulting from initiatives of the teachers themselves.
The high school art program, for instance, has been discussed in at least six
national publications, as well as The Tennessee Teacher, Tennessee Conservationiot
and the HashvillA Tennessean Sundttylgazirm. The art teacher at Crossville
Elementary School conducted at least eight in-service workshops for teachers
in five Upper Cumberland counties and has been invited to another in the.fall
of 1970.

It was recommended that visits from educators outside the system should be
for more than one day tnd should be very carefully planned. As one Crossville
art teacher said: "lie did not plan veil enough for our visitations. We were
too preoccupied, of course, with teaching. Visitors were short changed. To
get Other educators interested in art, the art teacher must take the time (and
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it takes a lot of it) to talk with each person individually and to explain.
A patient and enthusiastic teacher can convince almost every educator of the
value of training for beauty."

An excellent example of cooperation between teachers was that of the art
and journalism teachers' at Cumberland County High School joining forces to
produce the school's literary and art magazine, a highly successful creative
outlet for students which received national notice for its quality and which
was quite striking and professional in design.

On the subject of program administration, the art teachers had such
comments as:

Future programs should be so administered that it will be clearly
understood what is expected and what is the chain of command.
This should be standard school administrative practice in all areas.

All three art teachers agreed that a local coordinator for the cultural
arts programs would have been very helpful and would have contributed to the
best results of the total cultural arts component;

As a group, the art teachers felt that their subject should be required
of children in grades 1-8 and then be made optional for those in high school,
but they also strongly recommenGed that teachers in lower grades see not the
900-plue children with whom the Crossville Elementary art teacher worked each
week but nearer the 300 to 350 recommended by national art education
associations.

One encouraging aspect of the high school art program is the teacher's
estimate that the program was accepted by 95 percent of the students as a
valid field of study. The idea that art is for girls only or that boys cannot
use a paint brush or a crafts tool apparently has pasted. The majority of the
students in the high school program were, in fact, boys add many were athletes.
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SUMMARY

Several themes recur throughout all reports of the nine cultural arts
teachers. They suggest some general conclusions which could prove helpful
to anyone considering another Title III ESEA program regardless of its emphasis,
whether cultural arts or something ertirely different.

There should be adequate time for planning such an innovative program, and
this planning should involve, if possible, the teachers, counselors and other
educators who are going to work directly with the program, such as the cultural
arts teachers in Crossville. Coupled with this planning perhaps should be time
at the beginning of the project for Title III personnel to work with small
groups of students in developing objectives and testing alternate strategies
toward achieving those objectives. During this time, highly qualified
consultants could be engaged on an in-depth basis to help shape the innovative
program.

Central to the success and acceptance of an innovative program in a local
school is the involvement of its eatire staff in identifying needs which can
be attacked through Title III ESEA and, if possible, in planning an innovative
program. The very least that should be done for the faculty and perhaps the
student body is to orient them at length and on a continuing basis as to the
philosophy, goals and procedures of Title III ESEA. Needless to say, local
system officials, from the superintendent and supervisor of instruction
through other central office personnel and especially the principals of affected
schools, should know what Title III ESEA Jet, what it is attempting to do,
should understand the shortterm nature of the program and the hard choices that
systems must make when Title III ESEA funds are phased out, and should realize
the source of these funds and the reasons why their particular school system
has been selecttd, to participate in such a program.

It should be recognized that, in a three-year spar, turnover of Title III
personnel is almost inevitable and specific provisions should be made for
orienting replacements about the backgrounds of theft 'rogrems and what has
occurred before their arrival. This last mentioned item will take necessary the
compiling of adequate yearly records and their storage in an accessible place.

Educators who come into a Title III program should recognize the fact that
they will be called on to do tore than simply teach or counsel and that writing
lesson plans, summarizing a semester's or year's work, typing evaluation reports
and participation in disseminatidn activities are expected and required of them.
If they are to teach full -time loads with little time during the school day for
such activities, their salaries should be adjusted accordingly to compensate
them for the special Title III duties.

Although an innovative program, by its very nature, often will have little
or no local precedent, to the greatest extent possible those participating in
it should be furnished a complete job description and should understand lines
of authority and channels of communication.

In a regional project especially, lines of authority involving project
administrators, central office personnel of participating school systems, and



principals and departmental chairmen of individual schools should be thought
out and spelled out. Otherwise, a project may suffer from either too much
direction or too little. One may be as undesirable as the other.

The financial contribution expected of local systems should be spelled out
in the project proposal and agreed to by all parties, and where possible Title
III personnel should be given annual budgets for materials and supplies.

It should be recognized that the short term nature of title III ESEA
programs will consititute a morale hazard for participating educators unless
there is a firm understanding that they will be retained in their same or
similar capacities at the end of the innovative project.
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EVALUATION QUESTIONNAIRE

Nowhere do we have a concise description of Title III programs that can be
distributed to interested persons. As a group of model programs, it appears that
some residual should be left in affected counties and also be available for those
planning similar programs in other areas.

Instructions:

Please prepare concise and definitive responses to the following topics. Do
not restate questions. The expected number of words will appear in parentheses
after each topic. Write in the objective third person. Your responses should be
typewritten and double spaced. Mail your completed responses in the enclosed
envelope prior to June 15. On June 19 at 9 AM, plan to meet at the superintendent's
office in Crossville for individual meetings to further discuss the topics. We
may be involved for the entire working day. In the event you cannot meet June 19,
we will have an alternate date of June 22 at the same location. You may be
required to further refine your report in the remaining two weeks of June.

1. Program Description (1000 words).
Describe your pl'ogram (at your grade level) including your original local

objectives, materials, content, budget, operational changes you have made during
the past three years, projections for continuation in both optimum and skeletal
form. Set up new, realistic goals for such a program as yours. What types of
behavioral objectives are possible for a cultural arts program (objectives that
can be measured in terms of specific achievements by students)? Estimate the
minimum budget needed for supplies and equipment.

2. Consultants (100 words).
Who were your consultants? How were they used? Give your impressions of the

value of such consultants. What, optimally, have consultants done to benefit your
program?

3. Professional Travel (100) words).
Describe the dollar amounts and uses of professional travel. What was the

value to you and more specifically to your program and your school? Did you effect
any program changes as a result of your travel? Provide recommendations for future
Title III ESEA programs in terms of dollar amounts and usage of such travel
orportunities.

4. Evaluation (250 words).
Describe the evaluations of the program in terms of your own perceptions. How

could it have been more effective? What was your role in planning and carrying
out the evaluation? What changes in your functioning or your program resulted from
the evaluation? To what extent have original objectives of your program (both
project objectives and local objectives) been met? What are your recommendations
for future evaluations of similar programs? What should your role be in evaluation?

5. Dissemination (250),

Describe means of dissemination of information at the local and regional
levels (visitations, publications, programs, etc.). Include your perceptions of
effectiveness of such procedures and make recommendations for more effective
techniques and procedures, especially in visitations. (Hoy do you get other
educators interested in what you are doing? How do you enlist support of community,
school board and county court?)



26

6. Cooperative Efforts (150 words).
Describe any team teaching efforts. Evaluate such efforts. Recommend

possible cooperative or team teaching efforts. Describe your role in inservice
meetings and its effect on cooperation among school personnel. How could teachers
in other academic areas adapt techniques that you have discovered? What recommend-
ations would you make for staff meetings or similar group activities, both within
the cultural arts program and the county system--both procedures and subjects
discussed? Would you prefer more meetings within your cultural arts faculty and
your discipline, and with project staff?

7. Program Administration (150 words).

Describe your expectations and frustrations with local, county and project
administrators. In what way would a local coordinator of cultural arts have affecte.
the program in your opinion? What recommendation would you make for future programs
in terms of their administration? How would these recommendations relate to the
standard school administrative practices in your area?

8. Orientation (150 words).

What provisions were made and what additional provisions would you recommend
in orienting pupils and teachers to your programs? What provisions were and
should have been made to orient new TAtle IIi teachers coming in after the program
had begun? How much and what type orientation could vita have used? What kind of
structure would you have wanted in advance of the program? How flexible should
programs have been? Who should initiate program changes? What is teachers'
roles in change?

9. Personnel (150 words).
What training-experience-education-etc., would you recommend for effective

staffing at your level? Would you recommend the tse of local existing personnel
or recruitment from the outside? Why? If you choose outsiders, what should t
their fate at the end of the project?

How great a problem was the morale factor: supervision, working conditions,
materials, project closing date, etc.?

10. Program Scope (150 words).
Should all students be required to be involved in a cultural arts program?

Why? Would you feel certain program elements are more appropriate than others?
What, why? How would you handle a cultural arts program to make an impact on the
total school programs?

Would a pilot program of some sort have been effective program kick-off? If
so, what, where and hold

11. Impact (150 words).
a. In your opinion, what is the major impact of your particular phase of

the cultural arts program on the feelings and attitudes of pupils and faculty in
your school?

b. In your opinion, what is major impact of your phase of the program on
your pupils' knowledge, awareness and approval of the arts?

12. In your opinion, how has your entire community been affected by the cultural
arts program?
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ART

Summary Statement

PROGRAM: The primary activities vary with the school and grade level.
Appreciation seems to be emphasized in all of the programs and basic
understanding of art fundamentals is required of all students, but in
varying degrees. There has been some effort to show the relationship
of art with other cultural arts areas and with the lives of the students
through individual creativity. The elementary school program emphasizes
appreciation in many forms; junior high school art study is primarily
concerned with crafts, and the senior high program emphasizes artistic
endeavors.

DIRECTION OF GROWTH: There is generally a more positive attitude displayed
toward the programs and a greater involvement of all students in art
activities. Performance has improved, as has the general understandings
of line, design, color use and techniques. Appreciation of beauty in many
things seems to have gained acceptance by some students.

PROBLEMS: The primary problem seems to be physical facilities, lack of space
for classes and storage. The second most mentioned problem is lack of
time for planning and setting up class projects and in scheduling sufficient
time to carry out projects at the lower grade levels. Lack of under-
standing by students, teachers, school officials and parents of all of
the aspects involved in an art progrsm is reported. Self-direction and
-control are seen as lacking at junior and senior high school levels.

Money for expendable supplies is limited or lacking in some instances
and definite budget figures were not available during the final year,
thereby proving to be an inhibiting factor during the last year of the
program.

RECOMMENDATIONS:

Improvement in space for classes and storage.

Scheduling to allow for planning and time for special projects.

Sufficient funds for supplies.

Resource books and materials for students and teachers to use.

Consultant for planning, structure and philosophy at all levels.

Basic art elements and principles adapted to various grade levels.

Teachers' aid in publicizing the program as an essential part of the

general school program.
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An opportunity for teachers to observe programs in other schools and
to discuss program innovations, progress and problems during these
visits.

Integration of all cultural arts into one over-all program or block
of time for increased effectiveness.
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CREATIVE DRAMATICS

Summary Statement

PROGRAM: Primary activities vary with the school. Personal development and
self-expression. are.emphasized at all levels. The feeling that drama is a form
of communicating in many ways is promdneht in grades 1-12. Individual and
group activities and cooperation are stressed as verbal and non-verbal
activities are used. This course of study is required of all students in
elementary and junior high school, but is an elective course in high school.

DIRECTION OF GROWTH: Better communications seem to be a prime outcome; this
includes vocabulary, self-expression and projection of ideas. Interpersonal
relations seem to have become more effective, with a few exceptions, i.e.
junior high school sneio- economic group rivalry. Almost all students have
shown some signs of advancement in self development as a result of their
experiences, the degree varying with the individual.

PROBLEMS: Space is seen as unsuitable and/or inhibiting for dramatics work
in all schools, with equipment being inadequate in some instances.

The heterogeneous grouping of students of widely disparent socio-
economic and ability levels seems related to behavioral problems and group
effectiveness.

Fractionation and isolation of the individual teachers in the cultural
arts program from each other led to a lack of coordination of the diciplines
in this general area. An over-all plan for grades I through 12 would eliminate
duplication of activities and allow a more sequential development of the program.

RECOMENDATIONS:

1. A specialist, who is both an educator and a professional theater
person, to act as consultant at the county level: to give advice in
planning, in over-all program development, and in-service training
for classroom teachers.

2. Sufficient space, uncluttered and with storage room for equipment for
free movement and physical expression.

3. Stage space availalbe for rehearsal and performance.

4. Coorditation of drama program fro~ grades 1 through 12 and
coordination within each school of all parts of the Cultural Arts
program (drama-music-art) to provide for carry-over and reinforcetent.

5. Visitations to effective dramatics programs in other schools.

6. Basic budget, set in advance, with some flexibility and allowance
for unforeseen costs.

7. Central storage of equipment used by all cultural arts teachers to
increase availability and avoid unnecessary duplication of cost.
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MUSIC

Summary Statement

PROGRAMB: Primary activities have been singing and listening, with some
use of rhythm instruments. Music fundamentals are included in varying degrees
in all programs. Some efforts to show relationships between music and other
parts of the cultural arts ,,rogram and general school program, and to the lives
of the individual studfInts, have been made in all three music programs.

DIRECTION OF GROWTH: There is generally a more positive attitude exhibited by
students toward the area of music. Some basic understandings seem to be
evidenced and performance has improved. Personal enjoyment of musical
experiences seems evident from the comments of the students.

PROBLEMS: These seem to be in the general area of physical limitations: space,
time, equipment. The music program and the cultural %As program are seen as
separate entities, apart from the general school program, rather then as
integrated into the total school experience.

There seems to be a general feeling that classroom teachers did not
participate in these activities to a significant degree through lack of under-
standing and/or interest. This seemed to handicap continuation of musical
activities in regular classrooms. The relationshop of music to various academic
subjects, such as mathematics, physics, social studies and literature, was not
used to broaden the atudeLts' horizons and heighten their interest in all fields.

REC0144E'NDATICVS:

Designated room, with limited noise element, large enough to allow rhythmic
activities and free movement. Storage space for equipment.

Classes scheduled to at least meet state minimum requirements and allow
the music teacher a planning period and visitation opportunity.

Personnel selection alternatives:

More professional music teachers to ease the class load and permit
time for work with individuals and special projects or programs.

Correlation and coordination of music programs on a county-wide basis. To
include periodic meetings for exchange of ideas and information and
visitaiton of music programs in other schools.

Workshop-type experience in cultural arts as in-service training for
classroom teachers, to include use of equipment, materials, etc., for
continuation of programs in the regular classroom.

Team teaching from second through eighth grades. Integration of music,
art and drama programs is a strong possibility to show interrelation of
cultural arts.
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The use of 'live' performances to enhance the program and provide
familiarity with broader aspects of program whenever possible.

Carefully selected teaching personnel, well-trained professional people
whose prime interest is to teach music to children, who are capable
of good public relations with faculty and parents, and who might serve
as instructors in in-service training workshops.
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TORRANCE TESTS OF CREATIVE THINKING
(Figural)

The Torrance Test of Creative Thinking-Figural has been administered near
the end of each year during the three-year model program. Control groups were
used during the second and third years of the project to establish criteria for
comparison. Figural forms of the test were used because of an established
lower functioning by Upper Cumberland pupils on verbally oriented tests. The
tests are described in detail in the evaluation report of 1969.

Table 1 shows results of the current year's testing, using the Figural
Form A which also was used in 1968. Scores also are presented for the Control
School and for a third school that was operating a model guidance program.
Neither of these two schools had any formal offerings in the cultural arts
other than those activities provided by the regular classroom teacher.

Cultural Arts pupils in grades four through seven obtained scores that
were near national norms. In general, these same pupils fall about a year or
more behind national norms on standardized achievement tests. Pupils in the
Control School performed at a lower level on two of the four subtests of the
measure: Originality and Elaboration. Guidance School pupils showed highest
scores on Fluency and Flexability subtests, but scored similarly to Cultural
Arts pupils on Criginality and performed at a lower level on the Elaboration
subtest.

All of the pupils in the Cultural Arts sample had been exposed to a
required sequence of courses for a total of three years. There appeared to he
an increase in total test performance of grade five over grade four for the
current year's testing program. After grade five, performance leveled off or
dipped only sightly through grade seven. Performance of Control group pupils
was fairly consistent over grades four-six and across the four subtests.
Guidance School pupils showed fairly similar performance in grades four through
six, although there was an increase in scores for grades five and six on the
Originality subtest. Performance on the Elaboration subtest decreased slightly
for the same grades. It appears that the Cultural Arts Program has provided a
means of maintaining and improving creative thinking. The Control School,
with neither cultural arts nor guidance programs, showed lower functioning and
fairly stable performance in creative thinking.

Table 2 presents a statistical comparison of pupil performance in the
Cultural Zrts School as compared with the Control School. Pupils in the
Cultural Arts School performed at a higher level than those in the Control
School in creative thinking. In every grade, the Elaboration subtest was
significantly higher in the Cultural Arts School. This subtest "reflects
the subject's ability to develop, embroider, embellish, carry out, or otherwise
elaborate ideas... High scores seem, among other things, to be associated
with Weennesb or sensitivity in observation" (Torrance, 1-66, p. 75). Cultural
Artz pupils in grade five had significantly higher Originality scores than
those of the Control School. The Originality subtest "represents the subject's
ability to produce ideas that are away from the obvious, commonplace, banal or
e.:blished" (Torrance, 1966, p. 73). At the fourth-grade level, pupils in the
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Cultural Arts School scored significantly higher than Control group pupils on
both the Fluency subtest and the Elaboration subtest. The Fluency subtest
represents an ability to produce a large number of responses.

Table 3 represents a statistical comparison of pupils in the Guidance
School and those in the Control School. In almost every subtest at every grade
level, the Guidance School pupils performed significantly higher on creative
thinking than pupils in the Control School.

Table 4 represents a comparison of pupils' performance in creative thinking
in the Cultural Arts School as compared with the Guidance Program School. The
Guidance School pupils performed generally higher on the test of creative
thinking than did pupils in the Cultural Arts Program. Most differences were
significant beyond chance. One major difference is that, on the Elaboration
subtest, Cultural Arts pupils functioned significantly better than the Guidance
School pupils, indicating a greater sensitivity in observation.

A two-year longitudinal comparison was made for grades six and seven in
the Cultural Arts ScL)ol, comparing their performance two years previously on
the Torrance Test of Creative Thinking. In both grades, there was no
significant changes in the Fluency and Flexibility subtests. Originality
decreased, but the decrease was significant only for the sixth grade when
compared with their earlier fourth graie performance. For both grades six
and seven, the Elaboration subtest showed significant improvement over the
two-year period.

A one-year compahit:on of performance on tests of creative thinking is
shown in Table 6. For grade six (1970), improvement in Fluency and Feexibility,
noted over the two-year period, was highly significant (.01) when compared
with the immediately preceding year. The Originality subtest, as was noted
in the two-year study, was again significantly depressed. Grade five, 1970
(Table 7), showed improvement on all scales over previous performance.
Differences were significant beyond chance on all but the Originality subtest.

The Guidance School, grade five (Table showed performance similar
to their scores in 1969 except in Originality, which was significantly depressed
from their earlier performance. For grade six (Table 6), Fluency and Flexi-
bility increased significantly over earlier performance, but Originality
and Elaboration decreased (Originality decreased significantly beyond chance).

Control School performance showed Fluency and Flexibility increased
significantly, with Originality and Elaboration decreasing, but not signicantly
(Table 6,7).

In summary, Guidance Program pupils have demonstrated higher functioning
on tests of creative thinking in comparison with pupils in a Cultural Arts
Program and with a Control group having no enrichment program. Pupils in grade
five, Guidance School, however, showed no significant improvement over their
previous year's testing, and showed significant loss in Originality. Pupils
in grade six, Guidance School, fared better, showing significant improvement
in Fluency and Flexibility. At the same time they demonstrated a significant
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loss in Originality. No significant change was noted on the Elaboration
subtest.

Cultural Arts pupils in grades five and six improved significantly on their
previous performance in Fluency and Flexibility and almost significantly in
Elaboration (actually significant improvement for grade five). Grade six
showed a significant loss in Originality, but grade five held their own and
improved slightly, the difference not reaching statistical significance.

Control School pupils in grades five and six showed significant improvement
in Fluency and Flexibility as did Cultural Arts pupils and Guidance pupils
in grade six. Performance on Originality and Elaboration subtests did not
change appreciably.

A definite conclusion can be drawn from the evidence: Cultural Arts pupils
have consistently demonstrated gain in performance on the Elaboration subtest.
This finding demonstrates the success of teachers in reaching one of their
objectives, increasing students' awareness of the world about them, with
resulting keenness in observation.

Guidance School pupils, while functioning at a higher level than pupils
in other schools, have not developed in appreciably different ways. One would
surmise that the guidance program would have little effect on creative thinking
abilities. The Originality subtest showed the greatest loss, although
functioning remained at an average level compared with norm groups. One might
wonder about the effect of a Cultural Arts course or an emphasis in creative
teaching with pupils such as these.

With results of this study, the cultural arts teachers might continue
to reinforce students' 'awareness to surroundings" but in addition develcp
originality. As a result of three years' experience, they have seen the need
to coordinate their efforts and to insert their techniques and philosophies
into the curriculum. If such were to occur, the pupils should develop even
further in their capacity for critical thinking. Many classroom *eachers in
the Cultural Arts School are beginning to use bits and pieces of what they see
happening in the cultural arts courses, and would probably be receptive to
even more radical change if it were forthcoming. It has been apparent that
Cultural Arts pupils have found the needed success experiences they have been
seeking as well as a variety of means for self expression. The pupils have
been better behaved and mere cooperative. Perhaps the most important observation,
however, is the look of enthusiasm and pleasure that many of the pupils have
developed as a result of a relevant and meaningful program. Classroom teachers
have noticed a greater openness in pupils, and have now, in this final year
of the model program, come to know the source of the enthusiasm and welcome
it into their school.
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FIUAL SUMMARY OF CULTURAL ARTS PROGRAM

A subjective evaluation of the Cultural Arts Program in Project Upper
Cumberland was made by the students and by the special teachers involved in
the program. Both positive and negative aspects of the program were discussed
and suggestions for change were introduced. The general findings seemed to
be an improvement in pupils' attitudes and skills, the relation of these areas
of development to the individual lives of the students and a widening use of
these specialized skills in other academic fields.

The primary objectives of the program seemed unclear to the majority of
students and to some classroom teachers. This fault seemed to lie in the
initial period of the program when guidelines were not sufficiently clear to
delineate the basic, prime factors in introducing these subjects int.) the local
school settings. Public relations with students,, faculty and parents were not
stressed to a sufficient degree; therefore, lack of understanding was a
deterrent to full involvement in, and approval of, the Cultural Arts Program.

The physical problems of space, equipment and scheduling were mentioned
most by specialists, while personal interests, participation and lack of utility
were emphasized by the students. Parents seemed to appreciate some of the
special skills displayed by their children, but attached little importance to
the cultural arts as a continuing part of their children's education.

Most classroom teachers displayed positive attitudes toward the expanded
horizons of their students, but took no active role in the learning process.
It was suggested by the cultural arts teachers that the classroom teachers
might have learned to use these added approaches effectively as teaching tools,
had they been more actively involved.

The administration at the individual school level was thought to be
cooperative and positive toward the program. However, it seemed uncertain that
the total program, as it is now organized and staffed, would be continued for
another year. The stresses of bugetary considerations indicated that only
parts of the program would be viewed as feasible to retain.

Student gains, as seen from the viewpoint of both students and teachers,
were in the areas of communication, self-expression, self-confidence, mental
growth and individual skills. Each student who participated in a written
evaluation stated that he had grown intellectually to some degree. The degree
was small in some instances and great in others, but all students reporting
indicated some changes had occurred.

The specialists and classroom teachers who reported substantially verified
the students' views and suggested that the gains were noticeable in both
active and passive participants. The consensus of opinion seemed to be that
the gains were positive and long-range in nature, leading to enhancement and
diversification of students' academic lives.
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Table 2
A COMPARISON OF MEAN RAW SCORE PERFORMANCE BETWEEN THE CULTURAL ARTS SCHOOL
AND THE CONTROL SCHOOL TORRANCE TEST OF CREATIVE THINKING, FIGURAL FORM A,
MARCH, 1970.

GRADE 4
Cultural Arts School

(N30)
Control School

(N25)
Fluency mean 22.30 ad 6.24 mean 27.72 ad 9.82 2.44*
Flexibility 17.43 4.60 17.60 4.95 0.13
Original i ty 21.57 6.95 18.00 7.55 1.79
Elaboration 45.87 10.14 16.60 9.07 10.88"

GRADE 5
Cultural Arts School Control School

(N26) (N -2 5)
Fluency mean 25.38 ad 7.14 mean 28.44 ad 8.24 0.23
Flexibility 19.23 5.02 16.56 4.70 1.92
Originality 26.42 6.95 18.72 7.28 3.79**
El abort ion 54.23 18.96 28.20 11.04 5.85"

GRADE 6
Cultural Arts School

(N=18)
Control School

(N22)
Fluency mean 26.22 sd 4.49 mean 24.95 ad 5.26 0.79
Flexibility 19.50 3.95 18.64 2.98 0.76
Originality 20.50 5.62 19.59 4.47 0.55
Elaboration 50.11 18.67 24.09 11.71 5.24**

* .05 level of
** .01 level of

significance
significance



Table 3
A COMPARISON OF MEAN RAW SCORE PERFORMANCE BETWEEN THE GUIDANCE SCHOCL AND
THE CONTROL SCHOOL TORRANCE TEST OF CREATIVE THINKING, FIGURAL FORM A,
March, 1970.

GRADE 4
Guidance School

(N °36)
Control School

(N -25)
t

Fluency mean 37.08 8(1.5.18 mean 27.72 ad 9.82 4.75**
Flexibility 22.89 4.80 17.60 4.95 4.10**
Originality 22.7 5 8.45 18.00 7.55 2.22*
Elaboration 31.50 18.81 16.60 9.07 3.62**

GRADE 5
Guidance School Control School

(N023) (N -25)
Fluency mean 34.78 ad 5.45 mean 24.88 ad 8.24 4.76**
Flexibility 22.22 6.33 16.56 4.70 3.47**
Originality 25.13 8.98 18.72 7.28 2.67**
Elaboration 28.43 15.58 28.20 11.04 0.06

GRADE 6
Guidance School Control School

(N -23) (N22)
Fluency mean 36.22 ad 6,02 mean 24.95 sd 5.26 6.51**
Flexibility 24.56 3.93 18.64 2.98 5.53**
Originality 29.56 8.99 19.59 4.47 4.57**
Bl aboration 20.13 5.24 24.09 11.71 1.44

* .05 level of significance
** .01 level of significance



Table 4
A COMPARISON OF MEAN RAW SCORE PERFORMANCE BETWEEN THE CULTURAL ARTS SCHOOL
AND THE GUIDANCE SCHOOL TORRANCE TEST OF CREATIVE THINKING, FIGURAL FORM A,
MARCH, 1970. "

GRADE 4
Cultural Art s School

(N-30)
Guidance School

(N36)
Fluency mean 22.30 sd 6.24 mean 37.98 ad 5.18 10.34**
Flexibility 17.43 4.60 22.89 4.80 4.48**
Original ity 21.57 6.95 22.75 8.45 0.60
Elaboration 45.87 10.14 31.50 18.81 3.70**

GRADE S
Cultural Art s School Guidance School

(N026) (N23)
Fluency mean 25.38 sd 7.14 mean 34.78 sd 5.45 5.03**
flexibility 19.23 5.02 22.22 6.33 1.90
Original ity 26.42 6.95 25.13 8.98 0.55
Elaboration 54.23 18.96 28.43 15.58 5406**

GRADE 6
Cultural Art s School Guidance School

(NAB) (N .'23) t
Fluency mean 26.22 sd 4.49 mean 36.22 ad 6.02 5.75**
Flexibility 19.50 3.95 24.56 3.93 3.98**
Originality 20.50 5.62 29.56 8.99 3.65**
Elaboration 50.11 18.67 20.13 5.24 7.16**

T-7,u` -Gra signi icance
** .01 level of significance



Table 5
A TWO YEAR LONGITUDINAL COMPARISON OF MEAN RAW SCORE PERFORMANCE OF ELEMENTARY
SCHOOL PUPILS IN A CULTURAL ARTS SCHOOL . TORRANCE TEST OF CREATIVE THINKING,
FIGURAL FORM A.

VI.M=1,0..1.
N 18 Grade 4 (March 1968) Grade 6 (March 1970) t

Fluency 24.89 26.22 0.10
Flexibility 19.06 19.50 0.48
Originality 27.89 20.50 3.39**

Elaboration 22.94 50.11 4.88**

N 24 Grade 5 04arch 1968) Grade 7 (March 1970) t

Fluency 25.96 24.71 ).24

Flexibility 18.96 19.92 1.20

Originality 27.08 25.08 1.20
Elaboration 32.67 52.33 4.50**

** .01 level of significance



Table 6
A COMPARISON OF GRADE 6 (March 1970) PUPILS MEAN T SCORE PERFORMANCE WITH

THEIR PERFORMANCE IN GRADE 5 (March 1 969) . TORRANCE TEST OF CREATIVE THINKING.

GUIDANCE SCHOOL (N -23)

Pretest Figural Form B Posttest - Figural Form A

Fluency 61.13 67.78 3.34**
Flexibility 59.04 65.43 3.14 **
Originality 82.78 55.00 6.54**
El aborAion 33.00 31.78 0.55

CULTURAL ARTS SCHOOL (N018)

Pretest Figural Form B Posttest Figural Form A t

Fluency 43.83 53.61 3.76**
Flexibility 48.17 55.89 3.06**
Originality 68.00 44.17 4.10 **
Elaboration 42.44 45.83 1.31

CONTROL SCHOCL (No22)

Pretest - Figural Form 8 Posttest Figural Form A t

Fluency 41400 51.73 4.05 **
Flexibility 42.55 54.36 5.97**
Original ity 45.32 42.73 0.71
Elaboration 34.55 33.77 0.37

** .01 level of confidence



Table 7
A COMPARISON OF GRADE 5 (March 1970) PUPILS MEAN T SCORE PERFORMANCE WITH
THEIR PERFORMANCE IN GRADE 4 (March 1 969) . TORRANCE TEST Of CREATIVE THINKING.

GUIDANCE SCHOOL (N'.23)

Pretest - Figural Form B Posttest . Figural Form A

Fluency 65.96 65.78 0.30
Flexibility 59.7.6 49.56 0.79
Originality 64.83 49.56 4.12**
Elaboration 34.04 35.83 0.87

CULTURAL ARTS SCHOOL (11 a26)

Pretest - Figural Form B Posttest Figural Form A

Fluency 40.23 52.54 4.90**
Flexibility 42.08 55.50 6.33**
Or i ty 49.50 51.00 0.53
Elaboration 33.96 47.50 5.57**

CONTROL SCHOOL (N2 5)

Pretest - Figural Form B Posttest - Figural Form A

Fluency 37.72 51.56 5.02**
Flexibility 39.80 50.48 28.10**
Originality 42.60 42.08 0.14
El aboration 36.24 35.64 0.21

** .01 level of significance



AN EVALUATION

DEMONSTRATION PROGRAM IN GUIDANCE AND COUNSELING

II * 0

1969-70

Submitted to

Project Upper Cumberland

June 30, 1970

by

William M. Baker



DEMONSTRATION PROGRAM IN GUIDANCE AND COUNSELING

PROJECT UPPER CUMBERLAND

For the three-year period, 1967-1970, a demonstration program in guidance
and counseling operated in Cookeville Junior Niel School and Sycamore Elementary
School, both in the Putnam County School System, Cookeville, Tennessee. The
program was under the auspices of Project Upper Cumberland, a 16-county
association, and was funded under Title III of the Elementary and Secondary
Education Act passed by Congress in 1965. The Overton County School System
acted as fiscal agent.

The junior high school had approximately 1,100 pupils in grades 7,8, and 9,
with forty faculty members, whereas the elementary school had 265 pupils in grades
1-6 with ten teachers. Five counselors were assigned to the junior high school
and two to the elementary school. Prior to the demonstration program, only the
junior high school had a counselor, and he served in the dual capacity of counselor-
assistant prinicpal.

One counselor worked with the primary grades and the other with intermediate
grades in the elementary school. There was a coordinating counselor named for
the program and assigned offices at the junior high school; two counselors were
designated to work with the seventh grade and one each with the eighth and ninth
grades.

These program goals were established for the three-year programs

1) To provide a model program of guidance and counseling at elementary and
junior high school levels for emulation by other local educational
agencies.

2) To promote research at the school level into pupil needs for curriculum
development purposes.

3) To assist teachers and administrators in the more effective Ise of

pupil data.

4) To provide children with greater opportunities to achieve insights to
the world of work.

An evaluation at the ehd of the first year f.ndicated that the program seemed
to be meeting its professional objectives and was st-ffed with adequate personnel
to fulfill its function in the school program.

The second year-end evaluation noted that the program had gained a greater
:acuity acceptance than vas achieved during the initial year of operation and
that the program continued to meet tht rather stringent objective's developed at
the outset.

Instead of using the miltiple criteria employed in obtaining objective data
during the first two years, the final evlauatioe utilised subjective vievpoirta



and experiential information from individual interviews and group discussions with
counselors at both the elementary and junior high schools. Additionally, the
ccunselrre at each school prepared a joint written statement describing the Title
III prcgram and its impact on the schools.

Counselors, consultants, and the director of Project Upper Cumberland
determined at a meeting in November, 1969, that the desired purpose of the final
evaluation would be to describe the counseling program, directions of growth,
changes, and student progress, and to discuss the effectiveness of the three-year
demonstration program from the point of view of experienced counselors.

In order to gather the data, tape recorded interview sessions were first
scheduled with individual counselors, and group discussions were held later to
review the interview summaries.

Generally, the counselors agreed that the program at each school had assisted
pupils in assessing and understanding their abilities, aptitudes, achievements,
interests, and educational needs; that the pupils at each school had been helped
to understand their own behavior, their peer relationships, and the world of work;
that the program bad helped to establish better school-home relations; that the
program was etrenthened and extended through the appropriate use of nonschool
community agencies; and that the program merited continuation after the expiration
date for federal funding.

In seeking to help pupils achieve optimal development, the counselors used
a variety of techniques, including one-to-one counseling; observation; group
guidance; consulting with parents; home visitations; working with teachers, ..

principal, and other members of the staff; interpreting the guidance program to
students, staff, and cornunity; anecdotal and cumulative records; case studies;
role playing; interviews; tests, including measures of interests; conferences;
problem-solving; referrals to community agencies; field trips; orientation
progrars; and scheduling-grouping procedures.

New principals assumed their duties at each school at the start of the third
year. The junior high principal had previously served at the Sycamore Elementary
School and was, therefore, familiar with the demonstration program. His saccessor
had served in another county. A new coordinator was also named at the start of
the thirei year to replace the program's original coordinator, who resigned. The
newly named individual had served two years as counselor in the program at the
junior high school. One of the elementary school counselors was moved to the
junior high at the same time two new persons were named counselors in that school
and a replacement was selected for the elementary school. It remained a duty of
the coordinator to serve in a liaison capacity and to relay communications from
one group to another. The new coordinator was responsible for many of the
administrative and clerical duties that had been assigned to the previous coordinato
although her administrative responsibilities at the junior high school were
described as less varied than those of her predecessor.

During the third year, the guidance program at the junior high school was
described at being someVhat more structured then in the previous two years. Group
guidance was designated as a wt of the Language arts classes, and seventh and
elate% grade counselors worked with large groups in 30-minute sessions within the
clasa:40m. In this way, the counselors were able to see and work with all pupils



each week on a regular basis. The counselors reported that the program had proven
helpful to the pupils and that it had received teacher support. Counselors noted
that they ht, A an opportunity to get t.) know more ctudenta and to observe them in
group interactiems; however, they questioned whether the structured activity might
sometimes deprive the counselors of the opportunity to meet specific needs of
individual students.

Counselors at the junior high school reacted favorably to their experiences
with individual counselees as well as to their experiences in group guidance.
They vele in general agreement that students in the seventh, eighth, and ninth
grades had learned to look at themselves more objectively and to evaluate more
effectively their educational, vocational, and personal-social problems. Referring
to the number of self-referrals and the number of students who "dropped by" the
office, they believed that the idea of the counselor had been accepted.

At the elementary level, the counselors experienced extended counseling
contacts with a relatively small number of pupils; however, they indicated
noticeable progress among the students in their understanding and acceptance of
their own feelings, attitudes, and behaviors. Much of the work with groups was in
a regular classroom setting.

Counselors reported changes in teacher attitudes and a willingness to accept
the counseling program as en important part of the total school program. Teacher
enthusiasm, az. !::crease in referrals, and a willingness to offer constructive
criticism and to ask for help with a classroom problem were cited as characteristics
of the perceived changes in the junior high school. At the same time, counselors
noted that they too had changed. In the final year, counselors were less idealistic
in their relationships with teachers.

There was general agreement among the counselors that the demonstration
program was supported by the principal at each school and by the Superintendult
of Schools and his staff. On the other hand, it was noted that during the final
year the program lacked adequate materials and supplies and that the elementary
school counselors' facilities were inadequate tor an optimum guidance program.
Otherwise, there appeared to be no major conflicts or misunderstandings between
the counselors, individual schools, county officials, and the project staff.

Although the guidance committeA at each school had apparently been either
inactive or ineffective during the first two years, the counselors noted that
during the third year these committees contributed to a better understanding of
the program and to better relationships between teachers, counselors, and
administration. Planning and working with teachers was described as very beneficial
to a sound program of guidance at both elementary and junior high school levels.

It was noted frequently in the interviews with counselors that the need for
interpretation to the staff and to the community is a constantly on-going process,

In the area of research, counselors evidenced concern about what they termed
the limited amount of research and the lack of time for adequate research activities
The counselors assisted with the administration of standardised tests at both
schools; opinion polls and student attitude surveys were utilised; check lists,
inventories, and preference lists were completed; and curriculum development



studies were undertaken at the junior high school.

There was unanimous praise among junfor high school counselors for the
proposed addition of units on teen-age living for the 1970-71 academic year,
an outgrowth of experiences in the demonstration guidance program. Enthusiasm
was also evidenced beeeuse of the proposed addition to the curriculum of seventh
and eighth grade exploratory units which will fnclude French, journalism, drama,
speech, vocal music, band, orchestra, industrial arts, nature study, humanities, and
arts and crafts.

The counselors expressed appreciation for the services of and assistance from
the personnel at Tennessee Technological University, and they praised tie consultant!
who had worked with them during the three-year demonstration program.

The counselors at both schools devoted a considerable amount of time to a
determination of the most important facets of the demonstration program. They did
so in an effort to benefit from a self-evaluation and to summarize suggestions and
recommendations which they felt would benefit oth.rs in planning and implementing
a counseling program at the elementary or junior high school level.

Of primary concern to both groups was the lack of time for adequate planning
prior to the start of the program. As a result, it was recommended that an
orientation period for counselors and an in-service training segment for teachers
be planned for a specific period of time prior to implementation of the program.

It was also emphasized that teachers should be involved in designing the
counseling program and IL setting up objectives for a particular school. It was

the counselors' opinion that this type of involvement would more readily bring
about needed support from the teachers. The counselors emphasized that much of
the success of the program depended upon teachers' knowledge, understanding, and
support.

Emphasis was placed on the recommendation that counselors employed in the
program be professionally trained, that they meet State standards for qualification,
and that they have teaching experience in addition to counselor training.

Community needs, background, and resources are important considerations in
developing a program.

The role of the coordinator was described as essential to the program;
however, the counselors in the demonstration program recommended that the
coordinator's responsibilities be more clearly identified at the outset. Written
job descriptions might be helpful, particularly during the initial stages of
the program.

Another recommendation was that the coordinator and counselors be relieved
of excessive clerical details and administrative "busy work."

Although the coordinator in this program apparently functioned effectively
with offices in the junior high school, the counselors suggested that future
programs might benefit from the coordinator working out of the school system's
central offices.



The communication of program aims and objectives to the community, faculty,
and students was tersied very important. Dissemination of information should be
carefully planne6 and systematically carried out.

Research is very important to the counseling program; therefore, it was a
recommendation that research time be made available on a regular basis for all
counselors. The school's testing program should be utilized as one of the
counselors' research tools.

It was recommended that adequate office space be made available for each
counselor and that a conference room be provided for the program participants;
however, the counselors stressed their belief that trained personnel was more
important than a plush office.

Specialists and resource persons should be utilized at all grade levels.
Counselors should become acquainted with local government and private agencies,
service organizations, industry, and civic groups and should call upon these
or6anitations for assistance whenever desirable or needed.

The counselors recommended regular meetings of the faculty, staff, project
director, superintendent, and other central office personnel. They also
emphasized the need for a fUnctioning guidance committee within each school.

Continuous attention should be given by the counselors to evaluation of the
program.

Another recommendation was that the counselors continue to enroll for
graduate classes; that they read current journals and periodicals; that they
attend professional conferences, clinics, and state meetings; and that they visit
other schools with similar programs.

During the third year of the demonstration program, there was a noticeable
lack of supplies and materials tor the counseling program. For that reason,
the counselors recommended that careful consideration be given to budget needs
and budget preparation, and that budgetary limitations be specified.

Favorable response was received from counselor-prepared orientation programs
for students entering junior and senior high school. In addition to color slides,
depicting typical junior high school scenes, the sixth graders at the elementary
school were given a tour of the junior high school building. Ninth graders were
taken to the senior high school for a special career day program. The counselors
recommended that special attention be given to this aspect of student orientatica.

Nome visits by counselors and parent-teacher-counselor conferences were
recommended as being important to the success of the program.

Student handbooks were developed for the first time at each school during the
ear4 stages of the demonstration program. Because of the success of this endeavor,
the counselors recomended it be undertaken in any future programs.

It vss also recommened that students be involved in activities and programs
related to the counseling program or in cooperation with the counselors. For



example, elementary school pupils participated in field trips to business;
junior high school students prepared hall displays on work opportunities and
participated in a "tacky dress" day and in a "Speak Up for Freedom" forum.

The counselors in the demonstration program emphasized the need for study
related to curriculum development.

Because the transitional period from sixth to seventh grade appears to be a
significant adjustment period in the life of the adolescent, the counselors
recommended that a counseling program utilize at least two counselors at the
seventh grade level (more if enrollment justified them).

Another recommendation was that other schools should be invited to send
counselors, teachers, and administrators to observe the counseling program in
effect.

As they reviewed the program goals, which were outlined at the start of the
program, the counselors were in general agreement that they bad participated in
a model program which had met most of the objectives and which had demonstrated the
need for guidance and counseling in both the elementary and junior high schools.
They expressed disappointment at the shortcomings but agreed that positive factors
outweighed the negative in the program's total effectiveness.

In summary, the evaluation at the end of the three-year period revealed that
professionally trained, interested, and competent counselors provided adequate
leadership for the demonstration program. It was evident that the counselors at
each school had made significant contributions to the total program through varied
methods, programs, and activities. They are commended for their interest and sueete
in helping students gain an understanding and acceptance of themselves and in
assisting them to further ievelop their ability to evaluate objectively their
present and future life.

It is also commendable that the elementary and junicr high school counselors
helped maximize the learning opportunities for all pupils within their respective
schools, that they helped pupils and parents to know about educational and career
opportunities and requirements, and that they assisted teachers and administrators
in understanding the program and in more effective utilization of pupil data
gathered during the three years of the program.

Whereas the program was developed and presented in its initial stages to the
counselors by Project Upper Cumberland, it is noteworthy that the counselors were
flexible enough to make adaptations based on developing needs and resources.
Additional involvement of faculty meehere in the program could have added to its
success. It would have been desirable for guidance committees to have beer, active
throughout the life of the demonstration program. These committees could have
assisted with program appraisal and adjustments, thereby aiding the total school
program through cooperative planning.

A major purpose of any guidance and counseling program should be to meet
the basic needs of the pupils: intellectual, social, physical, and emotional.
As noted previously, the counselors at each school provided leadership in meeting



these needs by assisting in the areas of academic or educational planning,
vocational exploration, and personal-social adjustment.

Although communication of the guidance concept and dissemination
of information were classified as problem areas, the counselors

recognized these as constantly en-going needs of any program. Perhaps more
adequate communications could have been achieved, had the guidance committees,
involving faculty, students, administration, and counselors, been active. Under-
standing and cooperation could have been fostered had all segments of the school
been involved in initial discussions relative to the role of counseling and to the
overall plan as it affected the total school program. Nevertheless, the counselors
are to be commended for their successes in interpreting the demonstration program
to students, staff, and Cie community.

It is significant to note that, as the demonstration program is concluded, an
important change in the curriculum at the junior high school has been approved for
the 1970-71 academic year.

The counselors' evaluations of educational experiences and student needs led
to the approval of courses titled Teen-Age _LivinK for the seventh, eighth, and
ninth grades. During a daily two-hour block of time, the counselors will work with
structured gr.:ups in the special series. Counselors were also instrumental in
securing approval for the addition of exploratory units for the seventh and
eighth grades.

These curriculum developments are significant in that they illustrate again
the importance of the demonstration program and its importance but to the total
school program. They are further evidence of the success in meeting the objectives
+tut were established at the start of the program.

Throughout the interviews aad discussions during the third year of the program,
counselors identified many of the successes, needs, and plans associated with their
work. They elaborated further in special jointly-written summaries as the end of
the school year. Their major recommendations, based on their observations and
experiences in the program, are contained in this final report. As professionally
competent Individuals, they were willing to evaluate the total program and to
share their evaluation with others who might be interested in.a similar program
for either the elementary or junior high school.

It is apparent that the expetience of working in the demonstration program
at the Sycamore Elementary School end at the Cookeville Junior High School was
personally and professionally rewarding to the counselors who were associated
with Project Upper Culaberland during any part of the three years, 1967-70.
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PROGRAM DESCRIPTION

For the purposes of this descriptive evaluation, guidance was defined as:

The services available to each student to aid him in

1. facilitating academic success;

2. achieving better understanding of personal strength and limitations;

3. identifying individual interests; and

4. planning for and attaining realistic goals.

In 1967, a model guidance program was initiated at Cookeville Junior High
School, a school which previously had only one counselor who also served as the
assistant principal. Five qualified counselors were placed in the school for the
three-year duration of Project Upper Cumberland, Title III. One of the counselors
was appointed coordinator, and the remaining four were assigned to specific
grades; two counselors were assigned to grade seven because of anticipated intense
needs of seventh graders. The counselor - student ratio was 1 to 200.

Objectives

The major objective of the Cookeville Junior High School guidance program was
"to provide for the unique educational,:social, emotional, and physical needs of
the age group being served". The specific objectives to be met by the counselors
were categorized in the areas of services provided by them. The Title III
objectives were:

1. To provide a model program of guidance and counseling at the elementkry
and junior high level for emulation by other local educational agencies.

2. To provide research at the School level into pitpil needs fur curriculum
purposes.

3. To assist teachers and administrators in the more effective use of pupil
data.

h. To provide children with greater opportunities to achieve insights to
their abilities in relation to the world of work.

Materials and Budget

According to the Title III plan, the county was to have provided for the
facilities and materials used by the counselors.

Facilities were adequate;
each counselor had a private office, and the coordinator was given a suite of
rooms, including an office, a reception - work area, and access to the school
health clinic. All offices were furbished with a desk, a table, chairs, and a
filing cabinet.

The counselors ere provided with the following materials and equipment:



1. Tests

a. specimen tests for counselor's evaluation

b. standardized intelligence, achievement,
personality, and social tests and inventories

2. Career Kits

3. Dictinnaty of Occupational Titles and Occupational Outlook Handbook

4. SRA Guidance series booklets

5. Guidance Associates Sound Filmstrips and other filmstrips

6. Mimeograph stencils and paper

T. Other incidental supplies

8. Tape recorder

9. Sound-filmstrips projector

10. Movie screen

11. Typewriter

12. Mimeograph machine

13. Duplicating machine

14. Adding machine

15. Telephone, with two extensions

1G. A part-tine secretary

A definite budget was not provided for the counselor's discriminatory use;
however, materials requested were usually received. Funds were restricted during
the final year of the program in direct relation to new federal provisions for
guidance and counseling.

Content and Operational changes

The personnel and the structure of the guidance program were not changed in
any way during the first one and one half years. During the latter part of the
second year, the first personnel change occurred. For the last three months of
the school year, the program had only one seventh grade counselor. Other changes
occurred before or near the beginning of the third year. Personnel changes at that
time involved; (1) the principal; (2) the coordinator; and (3) three counselors.

During the first two years of the program, the guidance services were provided



to students on a voluntary, individualized basis. During the third year, a time
for group guidance was scheduled, thus involving every student in the program on
a regular weekly basis. Examples of specific units for such large group
presentations included:

1. Self-expression

2. Understanding Ourselves

3. Getting the Moat Out of School

4, Techniques of Problem Solving

5. Exploring the World of Work

6. Looking at Our Future

Frojections for Continuation

The guidance program at Cookeville Junior High School will be cor inued on
what the counselors consider a minimum basis. Three counselors, one per grade,
were hired for the 1970-71 year. A recommended minimum budget budget for
continuation of the program would be approximately 1.50 per student per year.
This amount does not include funds for salaries, registration materials, clerical
assistance, telephone bills, stamps, or other essentials.

An optimum gaidance program of one certified, masters degree plus, counselor
for approximately 150 students, which is comparable to the pupil - teacher ratio,
was recommended. Approximately $2.00 per student was recommended for use speci-
fically in purchasing guidance materials to be used by students. In addition, each
counselor should be provided with a tape reorder and an extension telephone.

The projected goals and objectives for the continuing guidance program were:

Dogs

A. Optimum student use of Self-Appraisal Services

B. Optimum student use of Information Services

C. Optimum student use of Counseling Services

D. Optimum student use of Placement Services

Objectives

A. The student has identified his abilities and interests vheu he can plan
realistically educational and occupational goals.

B. The student has become aware of the informational services available to
him when he can end/ur viii refer to resources to discover needed
information.



C. The student has been accepted by his peer group and himself when he can
rate satisfactorily on diversified criterion measures which attempt to
evaluate such acceptance.

D. The student has gained an awareness of placement services when he can
identify or recognize those services available to him.



CONSULTANTS

The conaultant at implementation was Dr. Edell Hearn, who recommended Dr.
Sherwell Tolleson; both are from Tennessee Tecnnological University. Dr. Hearn
continued to meet at intervals with Dr. Tolleson and counselors. Dr. Tolleson
was replaced by Dr. John Flanders as evaluator - consultant during late 1967-68.
Dr. Flanders continued through the final phases of the program.

nr. Muri,A. Davis and Dr. Jaswant Khanna directed a workshop in which Title III
counselors participated at Ramada Inn March 15, 16, and 17, 1968. The purpose was
to better prepare counselors in future school roles and as co-trainers in a
June workshop which involved Title III participants.

Dr. William A. Poppen and Dr. Charles E. Thompson, University of Tennessee,
were consultants during a three-day workshop at the University of Tennessee in
March, 1969. Eight hours of consultations involved four junior high counselors.
Additional time was spent with Marianne Davis, Rule Junior High counselor, observing
15 on-the-field" behavioral techniques and reviewing processes of developing new
programs at Appalachian Laboratory.

Putnam County Administrators, Title III Administrators, and Mr. Allen, Junior
High principal, have also served as consultants. The benefits t4) the program were:

A. Consultants contributed to and guided counselors' individual and
professional growth by offering constructive criticisms and sharing
knowledge of effective working programs in other locales. Counselors
were able to develop and project new ideas which might be implemented
at Cookeville Junior High School.

. #.

B. Consultants refused to make decisions for counselors but encouraged
them to greater endeavors--especially when goals had to be re-
evaluated for discarded completely.



PROFESSIONAL TRAVEL

During the first two years of our program, a fund of $150 was provided
fox each counselor's professional travel. These funds were used in visiting
the J. B. Brown School, Chattanooga; East High School, Nashville; Tennessee
Professional Guidance Association conference in Gatlinburg, 1969; travel to
and lodging expenses at the University of Tennessee during a three-day workshop;
and travel to and lodging expenses at a guidance workshop in Nashville. The
counselors found these experiences profitable in that they evaluated the
successes of other professionals in the field of guidance, virited other
existing guidance programs, and reviewed other published materials on guidance
and counseling. The counselors made contributions to other professionals by
sharing materials and ideas and by participating in activities during
conferences and workshops.

During the third year of the program, funds were not available for
professional travel. However, counselors continued to grcw professionally
by visiting schools and attending conferences at their own expenses. Therefore,

future recommendations warrent increased funds for necessary travel, including
visitations to guidance programs elsewhere, thus adding growth and reinforcement
to the counseling program.



EVALUATION

The counselors felt that one evaluator doing continuous followup with
counselors and administrators, and Title III officials could have strengthened
the program.

A functioning guidance committee at the school would have given more depth
to the initial organization and planning of the guidance program. The counselors
felt that a teacher, student-council oriented committee was needed. Counselors
should meet with the committee but would serve only as consultants or to assist
in clarifying issues. It was recommended that each subject area group of teachers
elect one representative to serve as a member of the guidance committee. It was

further recommended that the student council furnish one student from each grade
level to serve on the committee.

The counselor has accepted the role of a continuous evaluator throughout the
three-year period. Great emphasis has been focused on changes in the individual's
total behavior. As a result of evaluation of educational experiences and
expressed needs, a change in curriculum development has been effected for 1970-71;
a two-hour block of time will be used for seventh and eighth grade exploratory
units, and counselors will work with structured groups during this block.

Counselors have served as resource personnel on human development, and as
accurate media of communication to interpret academic progress or lack of progress
to students and parents.

Although the ultimate objectives of the guidance program have been long
range ones,evaluation has been based on certain aspects of student adjustment.
Multiple criteria has been used to indicate the satisfactory solutions of personal,
educational, and vocational concerns. The use of case studies, inventories, check-
lists, teacher rating of pupil attitudes, and comparative checks of pupil absences
has indicated significantly positive results.

The counselors' evaluation for the third year of the program has supported to
greater depth the professional evaluation for the first two years. The original
objectives, both project and local, have been realized to a satisfactory degree.

Recommendations for future evaluations would include:

1. A more comprehensive guideline for evaluation.

2. Clarification of behavioral and attitudinal changes which
are relevant to evaluation.

3. Production of findings that will furnish meaningful information
to the public, students, and staff.

h. A continuous evaluation program.

5. Evaluation more related to curriculum development.

6. Wider participation of school staff.



DISSEMINATION AND COOPERATIVE EFFORTS

Parents, friends, and civic-minded citizens have asked many questions
concerning the program at such places as the grocery store, on the telephone,
and in social or civic group meetings.Informal or planned, dissemination occurred
throughout the three-year program.

The counselors planned descriptions of the model guidance program and
presented them to counselor-education classes at universities; area superintendents'
principals' and supervisors' meetings; state guidance association. (TPGA)
conventions; classroom teachers' inservice meetings; civic clubs; the public,
via radio, and parent-teacher association (PTA) meetings. Publications describing
the model guidance program, such as The School Counselor, Mirroring Change, Junior
High Relator, ma articles in the Herald-Citizen, the Dispatch, The Nashville
Banner, The Nashville Tennessean, and the Personnel and Guidance Journal, offered
an opportunity for the public to become informed of the services available in the
model program. Other mass media visually presented the program through the use
of colored slides and televised films with commentary to inform viewers. The

counselors were able to inform the community of the benefits of the guidance
program through extensive use of referral agencies, such as county juvenile
workers, health and welfare departments, doctors, mental health center, rehabil-
itation center, ministers, readin3 specialists, tutors, university staff members,
and civic clubs. Visitations were planned so that the program could be seen in
action, and invitations were open for anyone to visit throughout the three years;
superintendents, principals, and counselors within the 16-county region were
extended written invitations to visit during the second year.

The counselors were able to inform others of the program; however, in many
cases, educators' interest was limited because of the cost involved or attitudes
toward the program. Characteristic of the situation was the fact that few
visitations occurred unless the invitations were written; however, university
graduate students did frequent the school's guidance facilities and, in many cases,
complemented the program with their own services.

RECOMMENDATIONS FOR DISSEMINATION
to

1. In-service days /allow educators (superintendents, counselors, supervisora,
and especially principals and classroom teachers) to visit the existing guidance
program.

2. An observation room is recommended so that professional people can
observe the counselors in action.

3. Establish a centralized guidance materials center and make provisions
for students', faculties', visitors', and parents' use of these materials.

Cooperative Efforts

The seventh grade counselors have worked through the three years

of the program as a team, because of the greater needs of students in transition
from sixth to seventh grade. Orientation was an all-team effort in that both



counselors worked cooperatively with principals and sixth grade teachers of the
feeder schools.

Eighth and ninth grade counselors have worked as teams in some counseling
sessions, especially where both grades have been involved. The team technique
has been used in visiting homes where there is a question as to how the visit will
be received or because of the seriousness of the incident requiring the visit.

Counselors in the three grades have worked cooperatively with the juvenile
judge, county juvenile case workers, attendance teachers, Health and Welfare
Department workers, Mental Health Center, doctors, ministers, reading specialists,
leaders of civic clubs, and others. The assistance for junior high students has
been tremendous through referrals and working with these agencies. Some of these
helps have been: eye glasses, fillings and extractions for teeth, medical
examinations and treatment, follow-up by welfare and health case workers, aid
in indigent homes in order for students to return to schoo3, tutors in reading and
math to keep students up with their classes, and referring emotionally disturbed
students for help.

Special techniques used by counselors which teachers could use in their class-
rooms (some already have done so) are checklists on cheating; Force Field Analysis
method of problem solving; methods of communicating feeling, attitudes, and ideas,
such as "Speakouts," and "What my Country Means To Me," role playing in areas of
social living, decision making, and assumption of responsibilities. Other
recommendations might include a plan for the faculty to meet in large groups for
general directions as to the task to be accomplished. Then, divide into small
working groups (with a chariman or spokesman) for discussions. Results may be
reported back to the large group or to the principal.

Counselors felt that the once-per-month meetings with project staff during
the first and second years of the program were helpful in establishing new goals
and clarifying old ones within the original objectives. Therefore, they should
have been continued during the final phases of the program.

Any disciplinary action should be taken by the principal and then the student
should be referred by the principal to his counselor for counseling.



PROGRAM ADMINISTRATION

The guidance program and the administration or it developed and matured with
time. However, the lack of a qualified coordinator to supertise an in-service
orientation or training seminar for counselors at the beginning of the program and
to continue throughout the program reflected some frustrations among guidance
personnel. Spontaneous assignments of counselors were made by the coordinator at
the initial meeting of counseling personnel.

Due to the lack of specialized direction and full acceptance of the program
by county administrators and the school staff, the counselors experienced
feelings of inadequate communication and coordination.

Interpretations of the guidance program as it related to sequential activities
and services at individual seventh, eighth, and ninth grade levels were not made
available for evaluation and review by counselors and faculty.

Planning and organization (including written guidance duties of all school
personnel--counselors, teachers, and principals) would have clarified positions,
provided a basis for an operational evaluation, and presented overlapping of
administrative and counseling duties. (Ex.: scheduling, absentees, and individual
counseling). The coordinator servedas liaison between administrators and
counselors, but due to extensive clerical and record involvement, little time was
left to coordinate guidance services.

Counselors have recommended that a qualified local director of guidance :.
services be employed on the county level so that implementation of pupil services
can be more effectively achieved. The hiring of a trained secretarial person was
recommended so that this person could assume total responsibility for cumulative
records and other clerical duties,



ORIENTATION

Orientation for students was provided by the following services:

1. Colored slides were carried to sixth graders in feeder schools and
a handbook with school policies wets given. Students then visited the junior
high and toured the building.

2. Transfer students were interviewed and their classes scheduled. After-
wards, students were given a tour of the building and introduced to the teachers.

3. Ninth grade students visited the senior high school for curriculum
orientation and were litter assisted by their counselor in making educational
planning.

4. Students were pre-registered and told of curriculum opportunities by the
next grade-level counselors.

New recommendations for student orientation include:

1. Continuation of colored slides being shown; however, have all sixth
graders visit junior high on the same day.

2. A follow-up of one or more parent nights to answer questions pertaining
to curriculum services, rules and regulations, child development, and parent-
child relations.

3. An organized "buddy system" so that new students will not feel "alone"
during their first days at the junior high.

4. Students should be pre-registered and told of curriculum offerings by
present grade counselor so that the counselor can better assist his own students
with their future educational planning.

No formal orientation was provided for teachers or incoming Title III
counselors, except that counselors were provided a monograph of the program.
However, counselors experienced in the program were available for consultation
when requested. The acceptance cf the program was lacking because the program
was superimposed on the school, and the teachers felt counselors were "over"
them. Recommendations for future orientation of teachers include an in-service
training of junior high teachers and counselors conducted by the assistant
principal and covering rules and regulations, grading system, responsibilities,
and code of ethics.

Programs should have been flexible enough to meet the unique needs of the
situation and structured enough to provide direction. Changes should grow from
the needs of the school, be recognized by teachers and counselors, recommended
by counselors, and implemented by the administration.



PERSONNEL

The counselors felt that certain recommendations for personnel were
necessary. Continued counselc:s' membership in the American Personnel and
Guidance Association and at least one branch -- the American School Counselors
Association -- was recommended. Continued education of the counselors at
universities was recommended so that they may be informed of new philosophies and
techniques and may continue their professional growth. Education of the local
coordinator of guidance (recommended for the county level) should be at least a
specialist of education, but preterrably should be a doctorate degree in guidance
and counseling. Another recommendation was that the county employ a qualified,
full-time school psychologist. Meeting of state requirements by all school
counseling personnel was recommended as a minim'm basis for employment.

The counselors' opinions were that the most qualified person, local or
outside, should be chosen to fill any vacant position.

The morale of the counselors was found to be at a low ebb many times during
the three-year period. Perhaps some of this feeling was due to over-anxiety and
dealing with the negative rather than positive concepts. The counselors felt that
the sensitivity training and encouragement received from directors and consultants
was beneficial. However, administrative assignments tended to lower morale.
The closing date of the project was a morale factor in that during the last
month, the counselors were assigned many extra clerical and administrative
duties and were expected to complete them as well as their evaluation,
inventories, and usual guidance duties.



PROGRAM SCOPE

Guidance services should be introduced and made available to each student;
however, after the initial introduction, counseling should be on a voluntary small
group or individual basis. All students should be involved in some phase of the
guidance program so that they may be made aware of guidance objectives, procedures,
and services. Orientation of students, interpretation of tests, and dissemination
of pertinent information would hopefully lead toward development of a better self-
understanding, resulting in a more positive self-concept.

A guidance committee should be formed to insure a comprehensive program of
guidance services. The committee should be composed of administrators, teachers,
and students. Specific recommendations for the guidance cammIttee were given in
the section EVALUATION.

A pilot in-service program at the jnnior high school would have helped the
program in that problems could have been anticipated and possibly worked out before
the program actually became effective. The counselors felt that a two-week in-
service training period involving all, faculty members and including training in
guidance activities and sensitivity to communication would have been helpful.
The pilot program itself should have lasted for at least six weeks and should have
Licluded daily evaluation of Services and attitudes toward tha guidance department.



IMPACT

Students' attitudes and feelings have definitely pointed toward a more positive
direction as a result of individual and group counseling; however, at this time,
there is still a lank of understanding and communication between teachers and
counselors. This attitude could, perhaps, be due to teachers' thinking of
counselors as "being in charge" and feeling that counselors were usurping class
time.

The students have been introduced to the use of the D.O.T. for locating
information about the world of work. Career choices have been explored and
educational and entry requirements have been studied in relation to those career
choices. Students have shown more awareness of various occupations and their
academic requirements as a result of exploring the career file. Check lists and
questionnaires to all students concerning "What does the guidance counselor mean
to you" made the students more aware of the counselor and counseling program.

Major impact of the guidance program on the majority of the students has
resulted in a changing curriculum. This curriculum was planned to provide an
exploratory area, based specifically on the expressed interests and concerns of
students.



EFFECT OF GUIDANCE OA COMMUNITY

Because the students have become more able to communicate with better
understanding, they have effected positive attitudinal hanges within the home
environments toward the total school program. The increased awareness and
acceptance o.1 the school program by parents has naturally developed into more
active involvement in school ectivities.' Parents have ueed school counselors for
advice on educational as yell as personal or family problems.

When counselors have felt limited in techniques and skills necessary to deal
in depth with individuals, referrals were made to the proper person or agency.
Because various agencies have been directly involved as referral sources, they
have gained s nore accurate knowledge of the guidance service. They have,
consequently, recognized those services and have utilized them.

Total effects of the guidance program in the community are immeasurable.
Though the counselors have discovered much room for improvement, they have also
recognized many positive effects of the guidance program on the individual students
involved, the total school program, and indirectly on the community itself.
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AN EVALUATION

The Sycamore Elementary School, grades 1-6, has been involved in a Title
III ESEA Guidance and Counseling Program for the past three years. The program
has had two full-time counselors, one for the primary grades and one for the
intermediate grades.

An average of 265 students have been enrolled at Sycamore during these three
years. There have been nine teachers including the principal who was a full-time
teacher.

The objectives of the Sycamore Counselors were that:

1) The staff and community understand the purposes served by the elementary
guidance program (at the beginning of the term) and the services to be provided
by the counselor.

2) The counselors and staff develop a testing program around specific
purposes designed to establish potentials, measure achievement, identify interests
and aptitudes, diagnose learning problems, and understand personality factors.

3) The counselors, using specific training and skills, provide consultation
on child growth and development with significant adults in order to facilitate
the learning process.

4) The counselors provide counseling services and group process experiences
for students on a self-referral and other referral basis.

5) Regular guidance meetings be held by all faculty to assess the total
program, discuss innovational measures, and sore clearly define needs.

Mary and varied materials were used in this program. The basic texts used
by the counselors were from the Ojeman series. There was a text for each grade
level, grades 1-6. These were designed as teaching program in human behavior
and mental health. Other materials used were %%sate filmstrips, films, books
and records about Our Wonting World, BRA Junior Guidance Series and Better Living
Booklets, What Could I Be books, professional books, and infOrmational catalogs.

Much of the content was centered around human behavioral patterns. The
world of work was another major theme. The content was flexible enough to
encompass any area of guidance expedient or pertinent at any time.

Varied tests were used at the Sycamore School during these three years.
The county provided all schools with the Stanford Achievement Tests and the
Metropolitan Readiness Tests. Counselors also used the following tests:

SRA What I Like To Do
A Book About Me
California Test of Personality
Health Behavior Inventory
California Mental Maturity Test



Lorge-Thorndike Intelligence Test
Los Angeles Diagnostic Test: Fundamentals of Arithmetic
Oates MacGAite Reading Test

The program did not have an organized budget. Title III paid the counselors'
salaries, which vas their regular teaching salary plus $30 monthly for travel
expenses. The county agreed to pay for supplies on request order. The program
would have functioned more efficiently if a budget had been set for operational
expenses. Title III did pay expenses for professional meetings during the first
two years.

The counselors were free to use school equipment and facilities but not
consumable items. The program experienced a deficiency in secretarial assistance,
and the counselors had to use much of their time in clerical and routine matters
that took away from counseling tine.

Many operational changes were made at Sycamore during these three years.
There were changes in counselors, principal, secretary, and teachers. The special
interest groups (grades 4-5-6) were eliminated the last year. This was taken into
the classroom by the teacher and correlated with basic subjects.*

Seine realistic goals needed it a new program were to be initiated would
include:

1) More orientation for teachers and students.
2) More small group sessions with teachers' consent.
3) A more workable guidance committee to help make decisions and assist

in planning.
4) More specialists available when needed for abnormal behavior referrals.
5) A set budget for the guidance program from the school, county, and state.

An estimated budget migtt be $50 from the school, $100 from the county, and
salaries plus travel expenses from the state.

During the first two years of the project, the program had professional
consultants. The consultants were Dr. Ray L. Archer, Department of Guidance and
Counseling, Tennessee Technological University, and Dr. Robert L. Mendelson,
Department of Psychology, George Peabody College.

The value of the consultants was immeasurable. Without their help the
program would have been severely handicapped. qbe counselors had not been trained
in elementary qdanee; thereflore, the consultant helped to organize and start
the program.

Due to a cut in the budget, the consultants were not available the last year.
It would have certainly teen of value if the program had retained them.
Consultants are recommended tor other guidance program.

During the 1967 and 1968 school years reimbursements for professional travel
and meeting expenses were made by Title III to the ESEA personnel. This included
lodging, meals, transportation, and registration fees. Much valu, was gained
from attending these professional meetings. Nev ideas were gained, and the

Counselors organized "free study" periods during the first two years of the Title
iii program, during which pupils could read and write about *tithing which interest-
ed them.



program in %Jookeville was strengthened. The program was in continuous change as
new ideas were brought to its attention. The program was handicapped during
its third year because no funds were set aside for professional travel. There
should definitely be an amount of not less than $100 per year set aside for
this purpose.

It is difficult to evaluate such a program as this immediately after it is
completed. In terms of success, the program made the parents aware of the
additional services available to them through parental interviews and home visits.
Efforts were applied to meet individual, teacher, and student needs.

Very little planning was done with the teachers because of a lack of
cooperation between teachers and counselors.

Individual counseling as well as group counseling was utilized which opened
the %fey for better adjustment on the part of the student in coping with their
problems and concerns. The expanded testing program was successful and may give
base lines for future reference in achievement, social, and physical evaluations.

The program was much concerned with crisis and remedial work. There were
specific cases where web effort vas applied to help children who otherwise would
have been neglected.

The program could have been more effective with more cooperative planning
in carrying out the program on the part of all the involved staff.

A guidance committee was set up for the first time during the thivt year
and was composed of the principal, two classroom teachers, and the two counselors.
This was set up in order to have a more effective program.

Seventy-five per cent of the objectives have been met. The objectives not
fulfilled were primarily concerned with teacher.counselor relationships. In

future evaluations, similar techniques and procedures would be of value is
evaluations. The counrelor'e role should be secondary in evaluations with an
authority source having the primexy role.

Many means of dissimination of information at Sycamore have been utilised by
the counselors. Handbooks were devised and distributed at the beginning o each
school term and were also provided for new students transferring to the school.
The school had never hod a school handbook before the Title III Guidance and
Counseling pilot project began.

7h2 partsJipants, including both counselors and teachers, hove made home
visitations to approximately fifty per cent of the student enrollment. These
visits were made as the need arose and follow-up was carried out to eliminate the
problems encountered. Visitations on the part of the counselors to other local,
regional, and state locations were made possible in order to obtain and
disseminate information that would benefit the program.

Newsletters were published periodically giving timely information on local,
county, regional, and state education that seemed to be of interest to students
and parents.



The counselors feel that the handbooks, newsletters, and home visitations
have been the most beneficial services that the guidance program performed during
the three-year period. The home-school contact, with the parent-teacher-counselor
working together:was very important.

The visitations into the home and meeting the parents in the child's
environmental setting has given much insight into students' behavior at school.
By visiting the home, the counselors feel that a more cooperative effort was put
forth on the part of the parent, teacher, and counselor in working with children
during the Title III pilot program.

The recommendation that would strengthen this part of the program is to allow
more time for home visitations, possibly an entire day per week be set aside just
for this particular thing.

Bringing community people intt the school to discuss their occupations and
hobbies has enlightened the community about the school and assisted in alerting
students to the world of work and to possible avocations. The counselors set up
the necessary arrangements for the visitors; during the last year of the program
the principal extended the invitation to several of the people from the immediate
community to be resoeree apeakerr in their vocational areas.

Field trips to various businesses were made with students who were chosen
as winners for outstanding work or participation in guidance. Class trips were
made with all students participating; however, these wore made in conjunction with
the classroom instructor, with the counselors assisting in whatever capacity needed.

The local press was most cooperative in dispersing information concerning
activites in which the students were participants, and photos were made to
accompany the news write-ups.

Other educational contests were carried out, and blue, red, and white ribbons
were given to the students for their particular efforts. The faculty served as
judges at various times and the interest demonstrated was in favor of this sort
of endeavor,

The counselors in the Title III pilot program assisted in getting newsletters
of the h-H CIL) printed in the local nevipapers. The counselors served on PTA
committees for the first time during the last year of the Title III pilot program,
as both counselors curved on the membership committee. Programs with student
participation were assisted by the counselors and teachers in planning and
following through.

An effbrt to orient the teaching staff to the objectives, methods, and
evaluation procedures of the Title III Guidance and Counseling pilot program has
been a success to a limited degree. At the beginning of the program in the fall
of 1957, there was no pre-planning time made available for the counselors and
teachers to do the preliminary steps to carry out the program in a more functional
and meaningful manner. As the pilot program is at the end of its third year, the
counselors see a need for this most important, aspect of the program. At the
`mginning of each school tern there needs to be time set aside for an orientation
program for the teachers and other staff members who work directly and indirectly



with the students. The counselors feel that this is the weakest link in the
entire Title III Guidance and Counseling pilot program. The time factor was the
reason why an oreintation was not available for this program. The teachers were
immediately concerned with placement of students, ordering classroom materials,
securing essential equipment and facilities. There was a feeling that time
was limited and that there was not sufficient time for an orientation on Guidance.
However, the teachers were given printed materials that were essential to the
program.

It is recommended that an hour or more of in-service training be held with the
teaching staff before school begins each year This time should be devoted to
guidance and counseling only--for becoming acquainted with the objectives, methods,
and evaluation procedures which will be carried out; there is a need for short-
range and long-range planning on the part of the teachers and counselors. This
will bring about a better understanding of the staff involved, and rapport and
cooperation will be more easily established.

Another recommendation is the setting up of systematic meetings with the
Board of Education, Project Staff, Superintendent of Schools and his staff members,
Coordinator of Guidance, and Guidance and Counseling Staff, in order to have a
full undvstand!ng and agreement of what in to transpire by such a program.

There were many frustrations involving the administrative staff from the
county central staff level; the most frustrating being that the lack of fulfillment
of the agreement of taking the responsibility of the financial burden on the local
level for the entire length of the program. Funds from the local school system
should be set aside for whatever needs might arise. The county administrative
staff should allot the local school this assistance if there is a need. There
was some pre-ordering tor the Guidance and Counseling program before the
counselors were notified that they were being considered tor their role in this
program. The materials, fortunately, were wisely chosen and have been of
considerable help during this span of three years. There has been no set budget,
known by the counselors, that the counselors could use to plan the work of the
program. Therefore, the plans for a special student, special groups, or large
groups had to be adjusted, alternated, or abolished.

The local school had a turnover in principal and some of the teaching staff.
The Guidance and Counseling Title III pilot prolram also experienced a change
in staff. By these changes in staff oceuring, many advantages and disadvantages
were realised. As education is an ever-changing process on the part of students,
parents, teachers, specialists, and others, the program functioned through the
entire three years. The program has experiencel success and failure, upsets ,and
calmness, frustrations and assurance by all the change, whieh have taken place.
The counselors feel that because of lack of sufficient funds, crowded physical
and environmental conditions, lack of previous training in guidance on the part of
the teachers and ad:Linistrative staff, and a limited percentage uf parents that
dil not becume aware of the guidance aspects of the child, the effectiveness of
the program has been somewhat diminished. However, the basic necessities were
made available for the program;exlsting physical and social conditions were
adjusted to by the counselors quite effectively; teachers on the whole tried to
cooper:Ae with their limited training in guidance, which consisted of classroom
observance and hardly any awareness in testing and evaluation except for grade



scores on classroom teats devised by the teacher or mandatory standardized tests
supplied from the superintendent's office. There KU only meager assistance for
the exceptional child or for children to be tested and evaluated from the county
level and local school. This condition improved during the three-year period
of this program, with the county handling the budget.

The counselors recommend that more time, testing instruments, and evaluation
of the student be considered as extremely important for the teacher and counselor
to successfully work with a student so that he can receive the maximum benefit
from his public school education.

The Coordinator of Guidance and Counseling experienced a change in staff
during the period of the pilot program. Both coordinators had not had previous
training or teaching exi rience on the elementary level, grades one through six;
this was compensated for by the counselors at Sycamore seeking advice and counsel
from other sources. The ordering of needed supplies was through the :benne' of
the coordinator, and a limited amount of other assistance was made available.
The location of the coordinator's office, was undesirables as it was placed in a
crowded area at Junior High. The elementary counselors felt that a more suitable
location would have been at the Putnam County Education Building where the other
membere of the official administrative staff were located.

*. It is recommended that the
coordination of such a pilot program as this be under the title of CootAinntor
of Guidance with an advisory assistant who has previous training in elementary
guidance, grades one through six. Time should be set aside on a scheduled
basis in order that elementary counselors might discuss the program.

There were no pro'ieions made before the first day of school to orient
the faculty to the guidance program. This is a very inadequate beginning for
suer) a large endeavor. It took much time to overcome this error. There should
have been at least a week of training under the leadership or en experienced
guidance counselor. This is an in-service meeting for guidance counselors only;
then later a week of in-service for teachers with counselors under the direction
of the experienced guidance counselor or COordinator of Guidance Services, if
qualified. Also, orientation for new counselors and new teachers should be made
available during the first quarter of their employment as they are a vital part
of this program. This was not made available during the tenure of the program
at Syeamore.

At this stege of the progrct, the participants feel that an internship be
offered all the elementary counselors before taking on the role of an elementary
guidance counselor. There are tany adjustments, techniques, and materiels that
need to be known by the counselor. The internship should be under the supervision
of a state certified elementary guidance counselor.

The program under consideration in this evaluation has been fairly well
organized, yet flexible enough to take care of the needs the: might arise.

Scheduling should be kept at a minimum, in order for individual, stall
group, and large group guidance and counseling. It is Wet difficult to keep
from working on a rigid schedule that is commonly practiced in the elementary
school. To use the block-of-time scheduling would be the best approach when



Guidance and Counseling is offered to a school such as Sycamore Elementary. In
grades 1-3 it is necessary to work closely with the teacher and in the clays-
room; however, classroom large groap guidanco should not be mandatory for the
upper grades.

A guidance counselor should be flexible enough to change to meet the
changing needs of the students.

In order to be an elementary guidance counselor, one should be required to
have a master's degree in guidance and counseling and at least three years
previous teaching experience in the primary and intermediate classrooms. This
sounds rigid, but is definitely needed for a successful, specialized job. Other
qualifications are adherence to ethical standards, a professional outlook, and
an abundance of human feelings for the other person.

Local existing personnel should be given the positions available if they
meet the qualifications, not because of seniority. If necessary qualifications
cannot be met by local personnel, individuals elsewhere should be recruited.
Whenever the program terminates, the guidance personnel should be given first
consideration for guidance positions available. If there are not any positions
available, they should be assisted by the administrators in finding a desirable
position which they are capable and qualified to fulfill.

The working conditions were poor but did not hamper or limit the program's
success. Supervision was inadequate on the part of the central staff, project
staff, and coordinator of the program. However, we didn't wait for them to come
to us. When we needed help, we went to the supervitors.

The morale of the counselors was low when the news came that the program
was phasing out. The work went on as planned, but much of the enthusiasm was gone.

After experiencing i:4ntact with all students in guidance, in a mandatory
situation, it would be better if a student found that guidance was available but
not compulsory. The mw! important elements of this program, or one similar to
it, are: home visits, good community relations, parent-teacher-counselors
conferences, distributing information, needed materials, and a concerned staff.
To make a total impact on the total school program, the whole staff must be
involved! To be successful, this program requires dedicated personnel, much
planning, and herd work. A pilot program would have been most beneficial if it
involved training programs for counselors in real situationt. An example of this
is a workshop during the surier with qualified trainers in guidance observing
existing programs in action prior to the school year.

The feelings and attitudes of pupils and faculty up to this moment is very
uncertain. The ma4or impact of the program has Leen helping the students to
become aware of their feelings, attitudes, and behavior. The students have come
to a realization that everyone has needs and problems in today's world.

One of the major aspects of this program oat making the students aware of the
world of work.

The entire community has been affected by the guidance program through the
avenues of seeing the counselors at work, taking tick children home, having
conferences, taking active part in PTA, and other school functions.
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Foreword

In this, the final report of Project Upper Cumberland, we have attempted

to:

1) Summarize the three-year project concisely, remembering that educators

have many demands on their time, and

2) To describe as accurately and objectively as possible the altivities,

accomplishments and problems involved in the first Title III ESEA project in

the Upper Cumberland region.

This document follows the general outlines for an End of Project Report,

ea given in Title III ESEA guidelines of the Tennessee State Department of

Education.

We wish to tnank Harold Williams, our project's budget officer% Mrs. Margie

Lewis, our very capable secretary; Illard Hunter and Robert Moles, superinten-

dents of Overton County, our, fiscal agent; personnel of the State Department of

Education; the region's superintendents who served on our board of directors;

Reese Wells, who directed planning for the project; Dr. O. C. Stewart, the

project's first director; our consultants and evaluators, end the many others

who helped us with Project Upper Cumberland. A special note of thenks to thor

who served as Title III ESEA cultural arts teachers and counselors and who per-

formed splendidly deapite all the problems inherent in the first project of its

kind in the Upper 0.mberlands.

1.

. . Douglas Noreen, Director
Project Upper Cumberland
Title III ESKA



Summary

Project Upper Cumberland, the first in its region funded under Title

III of the Elementary and Secondary Education Act, served sixteen counties

from July 1, 1967, through September 30, 1970. Under its sponsorship were

three innovative programs: teachers' in-service emphasizing human relations

training, a cultural arts (art, music, drama) program for grades 1-32 in

three Crossville schools, and a guidance and counseling program for graded

1-9 in two Cookeville schools.

All three components had the general goal of changing and improving

attitudes. They were evaluated by faculty rembers from Tennessee univer-

sities. The programs were judged successful in terms of their general

objectives, but a number of suggestions for improvement were made in the

final evaluation reports for others interested in similar Title III ESEA

projects.

Information on the project was disseminated through a variety of

publications, conferences and audio-visual devices, as well as the mass

media. During the project's final year, diffusion was attempted through

a series of local in- service meetings and through assistance to individual

classroom teachers. A survey revealed that educational administrators of

the region had moderate knowledge and approval of the project.

Largely because of planning meetings sponsored by the project and

quarterly board of directors' meetings attended by area superintendents,

other cooperative programs were developed, one to define regional norms on

standardised tests and another to provide joint pre-a:No*1 in-service for

twelve systems. Project Upper CuMberland also gave assistance in formulating

a new region* l proposal under Title III ESEA for an exemplary reading program.

t



Perhaps the most significalt contribution of Project Upper Cumberland

was helping footer this spirit of regional cooperation and introducing the

Title III ESEA concept to educators of the Upper Cumberlands.
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Background

Project Upper Cumberland traces its history to a 1965 meeting at Tennessee

Technological University, when educators gathered to discuss the recently passed

Elementary and Secondary Education Act. Overton County was asked to act as

agent for the region in applying for a planning grant under Title III of ESEA,

part of the act designed to encourage innovative and exemplary programs.

Such a grant was received in 1966-67. An operational program was pro-

posed and, after negotiations to narrow its scope, was approved for 1967-70.

Overton County served as fiscal agent for the project's three components: a

new form of in-service training stressing human relations instead of materials

and/or methodology; an in-depth cultural arts program emphasizing art, music,

and drama; and a guidance and counseling program in elementary and junior high

school. Nineteen school systems in sixteen counties were part of Project Upper

Cumberland.

Objectives

Objectives for all three programs were general rather than specific. For

each compot.mt they were as follows:

Inaaervice Trainirs.

1. To provide a vehicle for region-wide in-
service training of teachers and administrators.

2. TO involve teachers and administrators in
the identiflcation of problems relating to pupil
1.ehavior and the development of solutions to
overcome them.

3. To encourage teachers and administrators to
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reassess their attitudes concerning their pro-
fessional responsibilities toward the student
and to foster attitudinal change when the need
is indicated.

Guidance and counseling

1. To provide a model program of guidance and
counseling at the elementary and junior high
level for emulation by other local educational
agencies.

2. To promote research at the school level into
pupil needs for curriculum development purposes.

3. To assist teachers and administrators in more
effective use of pupil data.

4. To provide children with greater opportunities
to achieye insights to their abilities in relation
to the world of work.

Caltural arts

1. To provide a model program of instruction
in music, art and drama from the elementary
school through high school for emulation by
other local education cgencies.

2. To provide children and adults with oppor-
tunities for creative expression.

EValuators were secured from area universities on a contracted services

basis. A panel of professors evaluated the cultural arts program during its

first year, 1967-68. Dr. John Flanders, director of the counseling center at

Tennessee Technoloaical University, evaluated the first year's in-service

program and both the cultural arts and counseling components in 1968-70. Dr.

J. L. Khanna, associate professor of psy!hiatry at the University of Tennessee's

College of Medicine, directed evaluation of the final two years of the in-service

program.
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Achievements and Shortcomings

Since the above objectives were written before the recent emphasis on

measurable resultc in education, it could be said that their general aim was

achieved by establishing and operating the project. All goals of the three

components were realized, except for extensive adult involvement in the

cultural arts program. Implementation and evaluation of all project components

would have benefitted from specific, measurable objectives. As it was, the

first 18 months or so of the three-year project were spent in defining program

directions and procedures.

There were nevertheless some notable achievements. A truly innovative in-

service program was conducted, implications of which may be clouded by national

controversy over "sensitivity training" and by the novel and sometimes humorous

approach used by some leaders to illustrate valid points in human relations.

Evaluation of each year's program revealed, in sequence, the following accom-

plishments:

1. The training increased larticipants' scores
on the Personal Orientation Inventory, a
measure of self-actualization (ability to
realize one's potential), and showed a high
correlation between the POI and the Minnesota
Teacher Attitude Inventory, a measure of atti-
tudes leading to successful and happy
experiences in the teaching profession.

2. Participants saw themselves as more confident.
less threatened by pupils and superiors, and
more accepting of themselves and others.

3. Those who had participated in the program
one or two years thought more in interpersonal
terms and were more change-oriented than a
similar group which had not taken part in the
innovative program.

As far as can be determined, the Title III ESEA in-service program was the

first to show a "filter down effect" between student attitudes and human rela-

tions training for teachers. Students of teachers who had experienced the
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training generally had more positive attitudes than a similar group whose

teachers had not participated in the program.

Children in the mature' arts program showed a tendency toward increased

originality and ability to elaborate on an Idea than a similar group not in

the program. Among junior high school students participating in the project's

guidance and counseling component, the dropout rate decreased significantly.

Counselors introduced the world of work to elementary school pupils and helped

organize a number of exploratory and enrichment courses in junior high school.

Both programs received very positive feedback from children and other teachers

and were credited with improving school morale, although efforts to measure

this improvement were non-conclusive. Detailed evaluation reports on the three

components have been submitted to the Tennessee State Department of Education

and superintendents in the project area.

Along with direct benefits, there are some other advantages which indi-

rectly accrued from the project. Partly as a result of meeting quarterly as

the project's board of directors, Upper Cumberland superintendents approved en

area-wide testing program to establish regional norms on standardized achieve-

ment tests (to continue after the project ends) and a 1969 area-wide pre-school

in-service program in which twelve systems shared. But, to paraphrase the 1968-

69 report, perhaps the project's greatest contribution was to pioneer Title III

ESEA programs in its region, to make mistakes which others can correct, and to

begin something upon which others can build.

One shortcoming which affected the project during its entire operational

period was the late funding in 1967. Additional time was needed to recruit and

orient cultural arts teachers and counselors, to acquaint teachers ir. partic-

ipating schools with Title III ESEA, and to get the "bugs" out of all three

components. Instead of attempting full-blown operational programs involving
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all pupils in most demonstration schools, the project should have provided

some time at the beginning of the 1967-68 school year for piloting the inno-

vations, allowing new personnel to work with small groups of pupils and to

confer with consultants.

There also was some indecision over lines of authority, with project and

local school officials often deferring to one another. One result was a lack

of direction for counselors and teachers and a vagueness in job descriptions.

The late funding also resulted in the project's being without a full -time

director during its critical first weeks, a situation which probably accounts

for many of the above problems.

The in-service program suffered from the fact that some staff members were

interested in the intensive emotional experiences associated with T-groups and,

as non-educators, did not understand the program's teacher-training aspect.

Some staff members also preferred a relatively unstructured kind of training

and failed to recognize project objectives and to tailor their activities toward

realizing those objectives.

Implications of personnel turnover in demonstration programs were not

clearly recognized at the project's beginning. A consequence was that replace-

ments sometimes were hampered by a lack of records, especially earlier lesson

plans and evaluations of pupil progress.

Suggested changes to improve project shortcomings, based on evaluation

reports and observations of the administrative staff, include:

* More detciled planning Which Would result in both general goals and
specific, measurable objectives.

* A pilot phase to test assumptions and procedures before going fully
operational with innovative programs.

* More thorough orientation of students, faculties of demonstration schools,
and Title III ESEA personnel themselves.
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* Provision for teacher records so that new personnel will know what has
been done and how to plan for the future.

* Specific agreement among participating counties as to their project
contributions, if any.

* Clearly defined duties for Title III personnel and clearly defined lines
of authority between project, system and school officials.

* Involvement of the project director in all planning and initial activities.

The fine line that everyone involved in PACE programs must walk is illus-

trated by this quotation from a Title III staff member:

Programs should have been flexible
enough to meet the unique needs of the
situation and structured enough to
provide direction.

The short-term nature of Title III ESEA programs also present morale

problems among participati professionals unless provision is made to retain

them in the same or similar capacities after phasing out of special funds.

Changes Resulting From Title III ESEA

The greatest contribution of Project Upper Cumberland no doubt was intro-

ducing the Title III ESEA concept to its region and laying the groundwork for

futureprograms which may attack the region's needs even more accurately.

Improved regional cooperation is another change which can be attributed, at

least in part, to the project. Upper Cumberland superintendents or their

representatives engaged in joint planning for the project and later met quarterly

as its board of directors.

All three project components were in the affective domain, large!: seeking

to meet what was considered a vital regional need: improved self-concept of

rural mountain children. This was done indirectly through the in-service program



and directly through the cultural arts and counseling programs. Emphasized in

all three were success experiences for children which would improve their

Fttitudes toward education and motivate them in their other studies.

The greatest changes resulting from each component, in the judgment of

evaluators and project personnel, were:

In-Service--A truly new form of in-service
training was introducedoot so much to replace
present forms but to supplement them. Local
educators, in college and grades 1-12, were
given sufficient experience with the new form
that they could help hold in-service programs
emphasizing human relations.

Cultural arts--It was shown that in-depth
exposure to the cultural arts can increase
certain aspects of pupils' originality,
especially in the lower grades. Art and
drama were made a permanent part of the
Cumberland County High School curriculum.

Counseling- -The practicality and value of
guidance and counseling in the lower grades
was demonstrated. Exploratory and teen living
classes were added to the Cookeville Junior
High School curriculum. Three counselors were
added to the permanent staff of CJHS.

Remember that, before the Title III ESEA project, the region had no

counselors below the high school level and that the cultural arts (art, music,

drama) existed largely in high school band classes.

One of the project's greatest contributions was to demonstrate that new

programs could be staffed from local personnel and could be carried on in

existing, often inadequate facilities, without unreasonable demands on local

systems for materials and supplies.
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Local Cooperation

From the first planning session at Tennessee Technological University,

through Saturday in-service meetings in area schools, including assistance

given the cultural arts and counseling programs by community and professional

groups, the project effectively involved its region. The last mentioned groups

were especially helpful in providing services to Title III ESEA counselors.

Individuals, businesses and civic organizations aided the arts programs in a

very tangible way- -with contributions of funds and equipment. TTU and half

the participating systems provided in-service meeting sites. University faculty

served as consultants, planners and evaluators.

Overton County provided valuable in-kind contributions, including office

space, furniture and utilities, as well as setting an example in regional service

by acting as project fiscal agent.

A detailed list of cooperating agencies was given in the project's 1969-70

application for refunding.

Operational Changes

A number of changes were made in objectives and procedures during the life

of the project. Among the most notable:

1) Instead of a third group of in.-service participants in 1969-70,
promising participants from the first two years were invited to a
summer workshop designed to help them learn to function as co-
trainers for local human relations programs or as discussion leaders.

2) A shift from stage-oriented to classroom-oriented dramatics
emphasizing pupil development occurred in the cultural arts program
after discussions with consultants. The affective benefits of the
entire cultural arts program gradually were identified as more
important than the cognitive.
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3) Counselors were able to move somewhat, but not totally, away
from functioning as clerical and records' personnel and toward
more individual and group contact with students, both informally
and as classroom leaders of teen living discussions.

4) Dissemination emphasis shifted from publicity-type material to
information for educators.

5) The project's supervision was shifted fror the Atlanta office
of the U. S. Office of Education to the Tennessee State Department
of Education.

Continuation

The cultural arts and guidance programs are being coptinued in part by

Cumberland and Putnam Counties, respectively. Art and drama classes will

continue at Cumberland County High School, where they are available to all

county students. Three counselors are being retained at Cookeville Junior

High Schools, a former Title III demonstration cents7:. The continuation of

both components is in response to their demonstrated value in a school program

and to the interest expressed in them by local groups, civic and educational.

Elements of the in-service program already have been incorporated into

county and school training sessions in several Upper Cumberland systems.

Eleven examples of adoption of project elements by Yennessee school systems

were given in Project Upper Cumberland's final report for 1968-69. The

region's educators also received wide exposure to project activities through

a series of workshw in 1969-70. Thirty-one were held as part of local

in-service programs of Upper Cumberland s7stems; the Title III cultural arts

teachers and counselors also discussed their programs at a twelve-county pre-

school workshop in Cookeville in 1969.
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From these and similar activities it is expected that project techniques

will be diffused throughout the region, although an exhaustive survey would

be required to determine what school and classroom changes result from educators'

exposure to this project.
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Evaluation

Copies of the final evaluation reports on Project Upper Cumberland's

three components have been submitted to the State Department of Education.

Copies also have been sent to the Overton County Board of Education, the

project's fiscal agnet, eld to the Learning Materials Center, College of

Education, Tennessee Technological University.

These reports cover all three years of the project and provide guidance

and recommendations for others considering similar programs. The Tennessee

design for Title III ESEA evaluation became available to the project mid-way

of its second year, and this design was followed closely in the evaluations

of 1968-69 arid 1969-70. A special attempt was made in the final year to

comply with the final phase cf the Tennessee evaluation design, defined thusly

in the design abstract:

Final evaluation is used to interpret the
effectiveness of the project after its
completion by relating project outcomes to
the identified needs in terms of the stated
objectives of the project. Final evaluation
is conducted by comparing measured outcomes
with the criteria and standards previously
determined and analyzing and interpreting the
results. The feedback or recycling of infor-
mation is the basis for deciding whether to
continue, modify, redirect, or terminate the
project. The dissemination of information to
others is appropriate after having completed
the evaluative cycle.

Evaluators were secured from Tennessee universities on a contracted services

basis in an attempt to obtain an unbiased evaluation of the project as possible.

The affective nature of the components and the general nature of project objec-

tives made evaluation difficult. Distances between evaluators and project and

some communications problems compounded the difficulties, leading to the recom-

mendation that, when funds are available, a Title III ESEA project have a full-
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time evaluator on its administrative staff.

Effectiveness of the project as a demonstration was discussed in preceding

paragraphs under the heading "Continuation."

Evaluation of the cultural arts program indicated that regular classes

in art, music and drama can help increase a child's originality and ability

to elaborate on an idea. Attempts to quantify improved attitudes in cultural

arts schools were inconclusive.

The junior high school dropout rate decreased during the demonstration

counseling program, and counselors were helpful in establishing new explor-

atory courses, in obtaining and helping teachers use pupil data, and in guiding

youngsters' thinking about the professional world so that they became aware,

at an earlier age than usual, of the role mchool can play in preparing them

for the world of work.

The most complete and conclusive data on program effectiveness came out

of the in-service program. An In-depth testing program the first two years

(utilizing control groups the second year) and interviews the final year

strongly suggested that educators can benefit, both in increased self regard

and in improved relations with others, from in-service training that incor-

porates some human relations techniques. Tests also seemed to show that there

was a "filter down" effect to students, with those whose teachers had partic-

ipated in the innovative program holding better attitudes toward school and the

future than similes, students whose teachers had not just had human relations

training.

More specific objectives would have made evaluating the project components

easier and more precise. As it were, it was difficult to persuade some eval-

uators to judge the project in light of existing objectives and to make helpful

recommendations to the project staff for operational changes and to other



educators who might wish to adopt the innovations in the future, instead of

engaging in strictly scientific studies.



Dissemination

Dissemination of information is an unusual aspect of Title III ESEA

programs. Innovations are to be tes.:ed and evaluated and information about

their effectiveness furnished other educators. Some have come to distinguish

between dissemination of information and diffusion of innovative practices,

the latter involving the use of Title ESEA personnel to help other systems

install innovative practices found useful. Diffusion was one aim of the local

in-service progrem and work wah classroom teachers sponsored by Project Upper

Cumberland in 1969-70.

Dissemination of information about Project Upper Cumberland utilized the

mass media, a bi-monthly newsletter mailed to approximately 1,600 educators

and opinion leaders in the region, a motion picture film in cooperation with

two other Middle Tennessee projects), a slide-sound show, articles in pro-

fessional journals, and special material on each )f the three components for

distribution to Upper Cumberlan4 educators. A copy of the final issue of the

project's newsletter is bound with this report.

The aforementioned in-service workshops And a final conference to dissem-

inate project results were held in 1969-70.

Major dissesmination efforts can be classified as follows:

Method Means of Audience Frequency
Distribution

Newsletter Second class mail Educators and
opinion leaders

Bi-monthly

News releases Mail General public As needed

Lesson plans,
teaching guides,
etc.

Mail Regional educators As requested
or available

Conference Talks, panels Educators End of third
year



Method Means of Audience Frequency
Distribution

Workshops In-service meetings Educators 31 during
third year

Audio-visuals Mail, by project
staff

General public,
..1ducators

As requested

Copies of dissemination materials are on file with the State Department

of Education.

Stirveys of Upper Cumberland superintendents, supervisors and principals

during the project's second and third years revealed that the Title III ESEA

program was moderately known and accepted. A copy 'f the 1968-69 survey was

included with the year-end report to the State Department of Education.

Respondents expressed greatest knowledge and approval of the in-service

program, which involved participants from fifteen of the project's sixteen

counties. This fact seems to indicate that a principal dissemination tool

can be personal involvement of as mart' persona an possible in a project, with

their subsequent word-of-mouth communication.; with other educators.



Summary of Facts

Participating County Systems

Bledsoe
Clay
Cumberland
DeKalb
Fentress
Jackson
Macon
Morgan
Overton
Pickett
Putnam
Scott
Sequatchie
Smitb

'an Buren
White

City and Special Systems

Oneida
Sparta
York Institute

Component Programs

1. Humanistic approach to in-service education

2. Cultural arts in grades 1-12 (art, music, drama)

3. Guidance and counseling in :jv.ades 1-9

Cultural Arts Schools (Crossville, Tenn.)

Crossville Elementary (1-5)
Cumberland Elementary (6-8)
Cumberland County High (4-12)

Guidance and Counseling, Schools (Cookeville, Tenn.)

Sycamore Elementary (1-6)
Cookeville Junior Hid (7-9)

Students Receiving Direct Services

Approximately 14,300

Teachers Participating in In-Service

Approximately 300 (70 of these
took part in the programs)



Personnel
Nine cultural arts teachers (three each in art,, music, drama)
Seven counselors (two at Sycamore Elementary, five at Cookeville

Junior High)
Two administrative officers (director and budget officer)

FiscallEsnt
Overton County Board of Education, Livingston, Tennessee

Project Dates
Planning grant, 1966-67
Operational grant, 1967-70
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Creative dramatics touches young lives
mak a druasUcs la the school.

sad you probably Wish of a class PIO
la the anditedara before as aodiesce. For
Ike past three years, however, Project
Upper 1.1mbe laid has sponsored a dif-
fatal It ad of dramatics Is three Omni&
ecools as pat a a Title 111 CAA pee-
gram la the reliant arts.

Mn. Mary Crabtree, who has might
dramatic' at Creentlie Eleasestary Scheel
daring the Mire peeled period, has wellies
a how the classroom teacher vu use
creative dramatics is helots* &Wm lean
to think, mho problems as3 gala mil-
dest*. We are pleased to present her
article in ills Baal Millet if est Project
Upper Cssabetiaal seiskttet.

By Mrs. Mary Crabtree
Drams Teacher

Crossville Elementary School
"The time has come," the Walrus said,

"To talk of many things;
Of shoes and ships ard sealing wax

Of abbages-and kings..."
Yes, I remember Kings and cabbages

a turnip or two fields of acorns growing
Into oaks chickens hoicking Msping-
beans **ling -and circus bows carrying
"-the beautifol MO in a pink dress." Pre
helped Ptemat mead fires; Pre been on
ruted-cap with cowboy Joe; Pre WM sand
castles by the netts with Christopher Robin;
I've knows knights In armor and princesses.
Johnny Appleseed and postmen, *reek.
drivers, doctor s, -faced Wits and Indian
chide. I've brushed Ittpunrel's golden hair
and held liansers and Greta's herds as
they BM In terror from the tattling 'Melt.
I've talked with Mr. Lineadn; I've sailed with
Columbss; I've been to the moon, AM I
have "seen 0* wind."

AM now, as the walrus said, the time
Ms come for looking back back over OEN
al 0* wildest, woollest, hard-working-cast
years et sty life, three years at betide.
Drains in the classrooms et Crossville Ele-
mentary School. AM moot tt it ass good
and satisfying and immensely rewarding. No
:miracles were swig* Creative titithi

waves no wands. Yet lives were touched,
if briefly, by the magic of imagination and
the excitement of learning. Young heads
strained with thought as many, many chil-
dren discovered that thinking my be hard
work but it sure can be a lot of tunl

And what was accomplished? What did it
mean to Crossville's children to participate
in Classroom Drama? %Mt good does it
do a nineyear-old to be a turnip? What
hat all this to do with learning? WIty should
It be In the classroom? %1st Is Creative
Drama anyone 'these are tome of the
questions. I'll try to girt some of the
answers.

What Is Creative Drama? It Is Informal,

Ma.

trnycovised dramatics, differing from formal
Drama/Theatre in purpose and result. For.
mal Drama/Theatre exists for the take of the
audience (though certainly the players bene-
fit from the doing of it). Creative Drama
consists of numerous and varied types of
exercises aiKidramatilations, but alitays for
the benefit of the players. There is no true
audience for one another. Performance Is
not the goal of these activities. The setis.
faction is In the creating. The benefits to
the garticIpacts are many and real.

As a thigi learns 'he art of improvised
acting, he is freeing himself from the in
hibItIons his life pattern has imposed on him;

(Cootinued on page two)

;
t

In the midst of ...
Mrs. Mary Crabtree. tide dramodce lembet M Cresseihe tiemeetary

Scheel. helm select a mot for a "prlacess,` petit* iddes at left We al Part
of the hoprovisNi WON we of a familiar story, MA with a perimee for beveled
wee Awry truly. flee* see the arthie wind begins on Ode pap.

.td



Creative dramatics
touches young lives

(Continued from pip one)
be is developing ;Otte and confidence; he is
turning to use Ms mind and his body as
instruments for communicatira ideas. He is
developing a keener awareness of the
world around him and the people in It. He
is Investigating his place in the world and
his relation to It. He Is experiencing the
satisfaction of achievement, He Is working
cooperatively with a group as alrbend their
energies toward obitsg the problem Imposed
or the demands of the exercise or scene,
Above all he it thinkiAg. He Is lean to
think under 'conditions that itirnulate his
desire to think. As.surely as calisthenics
exercise the child's holy, Creative Dramatics
exercise the thinking process of his mind.

If I need to enumerate further reasons
why Creative Drama should be in the class.
room, In tact, should be a basic part of the
curriculum, I ask you to consider the
Language Arts, We, as teachers, use this
phrase to mean a fin-fold program tom.
prised of education in reading, writing, tMnk
ing, listening and speaking, Oar present
leaching methods In the Language Arts mid

Immeasurably strengthened if Ogden
Nuld be perimaded to use the techniques of
Creative Drama.

Activities in Crettive Dramitica are many
and valved, but the one that first comes to
mind with most people is story drarnatin-
tion. In the teacher's guides of most Basal
Heeding Series, as well as those of most
language books used in tarty and middle
gnaws, there are festival' suggestions to
dramatist stories, poems, etc.licswenr very
hale timlanation is given in retard 10 Pro
wing foe children tot this experience. The
child gains little in personal development, or

curricolum related stills, if he Is rushed
into drsoutiutkes without 'decorate prepera
We.

As I describe, very generally, some ci
these preparatory tetertiques and briefly rote
their purpose, I am we the rtlationsbip
to language Arts objectives will become
evident.

1. MOM 4teretus
Risjelft in mule, movoment, words

Penes*
"Rem Is the basis for expression
M all the arts. Development el our
meant rityllonie pattered Is essential
to cur ability to cow enamicate of ective-
b with the world.

Free liarement & Exercises In Metemeot
to Mule
to Poems

Pwrposo
to foster pleasure In words and music
act to break doww kidbitions as the
Chill discovers WWI snoremant et.

P

6 '

"10

t
A walk ea the young lab's face it

flail her ealossiat of creative dramatics
es tooth* by Mrs. Mary Crabtree.

presses feelings and ideas.
3. Pantorninvs toe

Nursery Rhymes, poems, songs,
stories wit's music, Onir own ex-
periences.

Pup) tt
Paw/mime is a basic step in all corn.
'nisi cation. We speak with out bodies as
well as with words. Thought melt pre-
cede action for effective rommanles-

4. Exercises in Sensory Awareness
Pompom

To help the child become aware of Ms
Ave senses as his &Menne. tothe world
and to encourage Ms sense memory.

Drama& Play based en Life Motions
The beach, s fire, snow play, the tate,
a plait, boastkv;ing, etc.

Porpoise
To "make real" means to "make
known" In our minds. Dramatic play
helps the child set bcardaries be.
town reality and unreality. The chil-
dren are quick to appreciate the dif-
ference between Vialmsical play and
purposeful acting; they art not there-
ty pretending but are serially engaged
M fit** tellies to their actions.

S.

6. Improvised Action to Poetry
Purpose;

To promote Visualisation of word pic-
tures and to encourage the child to de-
velop his ideas; to enlarge; to invent;
to &borate; to create a story,

7. Exercises in Characterization
Purpose:

To plant the seeds of understanding of
people around us and of ourselves and
our motivations. To give the children
the opportunity to use their sensory
understanding and their ability to move
in "becoming" a variety of Interesting
characters.

4. Building A Story
A story is based on:

Wbere aid nhees---ut the scene
Who..-L-Itroduce the characters
What- --Plot, a problem and its solu-

tion
Purpose:

All future dramatizations may be based
on this simple formula, whether it be
Lincoln's assassination or the moon
landing, And a scene may grow from
any of the three points, Le. -from the
problem, from a certain kind of per-
son or persons, from an event, etc. This
is excellent training in structural Maw-
ledge for Creative writing.

4, Exercises in Focus
Focus, In my work, means drawing the

attention of the audience to any one person
or area on the stage. Who has the con-
striations! ball? We can't all talk at
once, We let one child start* scene. Others
come in one at a time. As a child enters
he must be positive mug% to capture
focus. The others must relinqulkh It In a
natural fashion. Mere interruption won't
do. This requires listening and intense
concentration. Improvised dialogue is
writing loud,

IL Chord Speech
PorPos*

To perrthe language patterns, and to
give opportunities for the crildren to
read good literature aloud wider
pleasureable yet controlled :dream-
dances.

The above ten general categories an in-
do& Modred', perhaps thousands of Wu.
If you try them you will find many of your
owe. As you work you will (kid the moment
when you know the children ate really reedy
to dramatise a story. View Oey an swan
enough and seriously arm. engaged; *bee
they an free woo M their bodies; whew
their Mess are flowing freely enough Into
dialogue, you will probably hare begun doer
dramatisation.

For a guide to Story Draatiration I re-
let you to "Stories to Dramatize" by Wird.
tred Ward. get for now let as consider
the steps to dromtisted ea lovely littie
legend "Why fir Evergreen tries SKI Gm.

tOotithhel as sow foot)



Project Upper Cumberland:
In this, the final Issue of MIRRORING

CHANGE, we will take a look back at the
three years of Project Upper Cumberland,
the first Title FSEA program serving
this regia .

The project will end its demonstration
programs June 30, The administrative staff
will spend the summer writing final reports
and closing out books, and the project will
officially terminate September 30, 1970.

Any history of Project Upper Cumberland
should int lude preliminary investigative and
planning efforts which date back to 1965.
Area educators and others interested in fede-
ral programs may draw encouragement, since
the history of this project probably illustrates
Me importance of persistence, flexibilityand
adaptability in working with programs of this
nature.

Project Upper Cumberland can trace its
beginning to a 1%5 meeting which officials
of Tennessee Technological Univel airy at-
tended to learn about the recently enacted
Elementary and Secondary Education Act.
They Wormed area educators of what they
had gained, and later In 1065 superintendents
and supervisors from 15 Upper Cumberland
counties met to discuss various sections, or
titles, of MLA.

illsrd Hunter, superintendent of Overton

14.111°":

a look back
County schools, was given authority by the
group to prepare and submits proposal under
Title III of ESEA. As readers of this news-
letter probably know by now, that title pro-
vides for federal funding of short-term ex-
perimental programs, which are evaluated
and disseminated to all Interested school
systems.

Overton County, acting as agent for all 15
counties represented at that first meeting,
prepared an application for a planning grant.
These funds were to be used to employ per-
sonnel and to investigate regional school
problems preparatory to writing a proposal
for an operational grant.

That first proposal was submitted to the
U. S. Office of Education in November, 1065.
After subsequent negotiations, It was re-
submitted In February, 1966. USOE approved
a planning grant of almost 968,000 for the
year beginning July 1, 1966. Funds were to
be routed through Overton County, which
served as fiscal agent for all counties in-
volved. (Overton County also was fists! aitent
for the later operational grant.)

The planning grant was used, in part, to
employ a MI-time planning coordinator and
two members of the ITU family, Dr. William
Wadley and Dr. 0. C. Stewart, who were to
.111 If .1. _

utt.i, 1,11 i
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Free study

Pep% et Sinew* Elementary Scheel la Cookeville engage ils free stagy,
reeling sad writing item whet bterests them. This Whitf was part ef the
that In Me pilawe outrun at the *MA

44.

work cn a released-time basis in helping plan
the project.

One county was added to the region to be
served by the operational project; and ad-
visory committees, composed largely of edu-
cators and other professional persons, were
set up in each county. The project staff met
with each committee to try to identify press-
Ing educational needs which could be attacked
0:rough Title M ESEA.

The planning activity during 1966-67 re-
&Wild in three documents. The first was
an ambitious application for an operational
pant, submitted January 15, 1967. It asked
6609,000 in Title In FSEA funds for 12 in-
novative programs, to begin in 1967.61.
Each county in the region was to partici-
pate directly in at least one program.

Both the number of programs and funds
requested were scaled down In subsequent
negotiations. On May 6, 1967, an addendum
was submitted. It replaced the first docu-
ment and was approved by USOE. The
addendum listed three innovative programs
and a Witt of $537,500 for the first year of
operations, 106749.

One program was a region-wide effort
which sought to use humanistic psychology
as the basis for a new kind of in-service
training for teachers. It quickly became
known as "sensitivity training," although
It was far different from mote sensational
Programs in other parts of the country.

The second component of the project was
designed to test an in -depth guidance and
counseling program In grades 1.9. Seven
counselors were assigned to One 1,100 pupils
in two Cookeville schools, The third pro -
gram sought to demonstrate the vibe of
regular cultural arts classes for children in
all twelve grades. It was established bete.
Crossville schmIs.

The Cookeville and Crossville schools sere
to serve as demonstration schools for the
region, stabiles educators from other sys-
tems to deserve the Innovative programs and
making Information en them available to all
interested person.

The Gird document produced during the
planning period was a proposal for opera-
eonsl funds to a vocational high school,
to serve fair counties. It was not approved.

The Overton County board ct Edveation
prceided office stet* for the project's
minietritive staff, composed of a director,
coordinator, and fell-thne secretary. The
bookkeeper. ci the Overton Casty schools was
responsible for the project's liaise's'
records.

One el the seven counselors was diste-
nded as local coordinator of the Cookeville
program, to serve as liaison between the
com blot s and the project office in Ltvilnge.
ton. No such liaison was established lot the

(Conenred on page nee)



Creative dramatics
touches young lives

(Continued from page two)
in Winter." Do you remember this story
of the little bird who was left behind with a
broken wing when the other birds flew south
in early winter? Three trees in the forest,
the maple, the oak, and the lovely willow,
refused him shelter. But the sturdy pine,
the friendly spruce and the little berry-laden
Juniper came to his aid. Naturally, the Frost
King Instructed the North Winds to spare the
three kind trees as they stripped the leaves
from the other trees in the forest. The chil-
dren find the ending very fair. And though
they love to discuss the true facts of ever-
greens and deciduous trees, they play the
story with great Inlay.

Step I. Telling the story.
Prepare the child by establishing the ap-

propriate mood. A guided question works
wonder s. Has the class been studying
legends? Or trees In science? Or birds?
Sometimes a little song about a bird is use-
ful. A classroom teacher could combine a
musk 'aperient. with Language Arts as the
class plays this story. The children will
find It interesting to contrast Tchaikovsky's
"me Lark Song" with "Little Bird" by
Gregg for the first is certainly happy birds
at work and play, and the latter is the crippled,
aid, little bird of the story. Ake the mood
Is set tell the story; tell it well. Practice
It if need be, You must weave a spell;
you must live your story. Only then will
the thildren be willing to re-live It as they
play it. I think half the battle In establish-
ing proper rapport between teacher and stu-
dent lies In the teacher's willingness to be-
come seriously involved in the interests and
creative attempts ef her children. Children
know it you are gliding on the surface of
their mindsor if you are truly trying to
establish communication.

Step i1, Telling tt Back and Trying On
the Characters

Children love to d i kit ss their feelings about
04s story, as usually they have been con
siderably moved by the plight of the little
bird. They are satisfied by the happy end
thug and are quite ready to attribute per.
sonalities to the trees involved. t like to
alio, them time and freedom to "try-on"
the characters as they arise in the discvs
5ififi. This process of "trying cm", as Wini-
fred ward calls it, usually permits every
child in the class, all together, or half at
a time if the group is large, to experiment
sith wave of using his bolt to convey the
pictures he is making in his mind. Fce
example, all the chiWren together, yet aloe*

In their thinking, might walk through the woods
as the little, brokenwinged bird, They feel
the cold, and the pain, and the loneliness.
They like to use Grief's music ai they
flutter and limp and shiver their way along.
Encourage them to recall their own senso-
ry impressions, their own feelings. The
teacher can continue to be the spell-binder
and help them focus their thinking if netts
sary. But, be careful; It It their Ideas we
want, not the teacher's.

In this story the children like to discuss
and "try-on" various methods of "being" the
bees, each having a definite personality,
ror some are kind and some are selfish,
according to the story, and some seem fragile
and feminine and others require the strong
masculine touch, The Frost King (and his
wind helpers) should be tried on as many
times as there are ideas of them, Children
see these characters many different nays.
Encourage them to share their ideas withthe
group and let the group try being different
types of Frost Kings or Queens. Some chil-
dren definitely feel he is a sprite, while
others see a huge, puff - checked giant of a
drifting cloud. That Is as it should be. Ideas
are the more the merrier. And no one can
be wrong about the Frost King, can he?

Step M. Plwining the Dramatisation.
The age of the children at work deb:r

mines your approach to this step. Young
children need only to establish Just where
in 0- classroom each fart of the action
takes place. The trees are placed in the
forest and we can begin. In fact, they may
play only part of the story. You may guide
them into playing a climactic scene as they
are telling the story back to you, Or it may
develop that they want to spend considerable
time plajing a scene that might Weide
the actual story, Many children want the
mother and father birds and all the brothers
and sisters; they want to show how he broke
his wing; they want to justify the seeming
cruelty on the part of the Mother Bird as
she flies of and leaves Mm. The: will want
to add characters, from cats to tartest they
may want the baby birds to hatch. An oc-
casional group may want to add a scene,
a scene of spring and birds Minting and
flowers blooming and the reunion of the little
bird with his mother. These things eery
accordingly to the desires of the group, and
it is the teacher's role to guide and yet to
folio* as the children's Mess unfold.

Some stories, with older children, can be
smoked more fully In regard to strectare.
Scenes will be determined it marling to Whete

tt.

and When. Children In Court/1'nd fifth grades
can comprehend exposition, climax, conflict,
and resolution. Even second and thirdgraders
can understand the need for an "endingline"
(a sort of summing up-or punctuation) to the
scene.

Step IV, Playing the Story (or Scene)
Early in the children's experience In Crea-

tive Dramatics a few ground rules need to
be established. These are essential to or-
derly and rewarding playing of your story,

I. Establish rules for audience behavior
and participation. The students not
playing "this turn" are the audience,
They may not Interrupt the scene. Com-
ments and suggestions are saved fnr
for evaluation after the playing.

2. A word is chosen as the signal for
the start of a scene, Ingicslly, we
use the word, "curtain," plus a flick
of the light switch. This signal word
demands silence.

3, After the playing we will discuss the
scene briefly. Some teachers spend a
longer lime in evaluation than I do. I
feel evaluation is ImpIrtantto children's
progress, but 1 try to limit their dis-
cussion to a point determined before
the scene is played. This serves to
provide a point of concentration, help-
ful with young children.

4. In casting, or choosing children to play
the parts, it Is wise to use a leader
child with more reticent children in
starting sessions. I change casts ire
quently aisd attempt to give at least one
turn to every child each session. Of
course, the "trying on'' sessions and
the orientation exercises provide many
turns and much group participation.

I cannot describe dramatisation. However
do not be discouraged by the children's early
efforts, If they are properly prepared and
motivated, they will surprise you with their
work. Keep in mind that you are not putting
on a play, as such. Your efforts are dedicated
toward the personal desckpment of the chil-
dren.

Step V. Preuhtion Session
Every attempt is made to encourage the

children to present positive comments first,
and to criticise or compliment characters,
not personalities. I rend the children happy
to express their pleasure in each other's
work. We then turn our attention to the
point of concentration suggested before the
playing, i.e,, Could we follow the story line?
tad the actors stay in thwarter (make the
people real)? Then, it we play the scene
again, will the new cast need some sug-
gestions to help us enkry ft even more, etc?
Remember Out improvised acting - whether
of a story, or an original idea, or an event
in history - is really problem solving, sad Part
ct the satisfaction in doing It is achieved
in evaluating the solution to the redskin,

(Continued on page sit)



Region's first Title III ESEA protect ends
(Continued from page three)

Crossville cultural arts staff, partly to test
the effectiveness of such position, and com-
munications with that staff generally proved
more difficult.

Project Upper Cumberland was approved
for three years of operations, but funding had
to be renegotiated annually. The federal
budget pinch caused a reduction from $337,500
to $320,000 in 1968-69, the second year ail*
project, and to $237,000 in 1969-70.

The second year's cut was absorbed fairly
easily, but the drastic reduction in third-year
funds forced a cutback in the in-service pro.
rtm. %Theresa 130 teachers had taken part
It. each of the first two year -long programs,
funds were available for only 75 this year.
The 1969.70 in-service program subsequent-
ly received a new emphasis. Selected parti-
cipants from the first two programs were
given an intensive three weeks' retraining in
hopes that they would help diffuse the inno-
vative in-service techniques throughout their
local systems.

An amendment to the Elementary and
Secondary Education Act resulted in super-
vision of Project Upper Cumberland being
passed from the U. S. Office of Education
to the Tennessee State Department of Edu-
cation at the beginning of 1969-70. Both
agencies allowed a great deal of local free-
dom and Initiative In project operations.
The State Department presently requires
from projects quarterly expenditure reports;

.
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a summary of operations, evaluation and dis-
semination activities at the end of each year;
and, for continuing projects, an application
for refunding.

Dr. 0. C. Stewart was granted leave from
Tennessee Tech to serve as director of
Project Upper Cumberland during its first
year of operations in 1967-68. Douglas
Norman was coordinator and became di
rector when Dr. Stewart returned to Tech.
Harold Williams, a certified public ac.
countant, became project coordinator and's-
Burned responsibility for the project's bud.
getary and fiscal affairs. It.a director
handled dissemination along vddi admini Or*.
the details,

Throughout the project, evaluators have
been secured from State universities on a
contracted services basis, Experts in art,
music and drama from Tech, the Unirtral
ty of Tennessee and George Peabody Col-
lege evaluated the cultural arts program at
the end of its first year. Or. John Flanders
evaluated the in.ter vice tad counseling pro-
grams.

Dr. J. L. Khanna of the University of Ten-
nessee served as in.service evaluator during
the last two years of that program. Dr.
Minders evaluated the 1968.70 cultural arts
and counseling programs, since both were
mainly concerned with improving NMI at.

Cultural arts teachers ani counselor s at the
two demonstration centers actually were ern.

J
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ployed by their respective counties, which
were in turn reimbursed by the project for
salaries and fringe benefits of Title III ESEA
personnel. Title IQ funds also were used
to pay in- service participants $15 a day and
to pay salaries aid travel expenses of work-
shop leaders. Cumberland and Putnam cam
ties furnished facilities, equipment and ma-
terials for their demonstration centers,

The first two tn- service programs con-
sisted of a three-week summer INorkahopfol-
to%ed by 15 Saturday sessions during the next
school year. The last year's program was cut
back to the summer workshop and twoSatur.
day meetings.

Evaluation of three Upper Cumberland pro-
grams Is following the State Plan for evalua-
tion of Title 111 ESEA projects. This project
now is in Phase Pi of the evaluation plan,
in which an attempt is made to judge the
project's overall impact and to make reeOrn
mendations for other systems Interested In
adopting similar innovative programs.

'Atli two years' evaluation of the In-
service program provided stall die al data that
participa te, as a grasp, gained confidence In
themselves mod sensitivity to the dignity and
worth of Individual pupils. Children exposed
to the cultural arts aaJ counseling programs
had improved attitudes toward their teachers
and, as measured by the Torrance Test
of Creative Thinking, greater originality,
the ability to product ideas away from the
obvious and commonplace.

All 19 superintendents d the region, include
trig those of 3 city or special school dis-
tricts, were named to Project Upper Cum-
berland's board of directors and met quar-
terly. Partly as a result of these meetings,
many Upper Cumberland counties took part
in a jotrd pipittesting program the past two
year s to establish regional norms for
achievement. 'Evolve coseles also shared
In a joint pre-school in-service programIsst
tall at Putnam County Senior RA School In
Cookeville.

The administrative ;tan of Project Upper
Cumberland also assisted area systems In
developing and writing a number of other
federal projects under Title VIII (dropout
prevention) of ESEA, the Career Opportuni-
ties Program of Education Professions De.
vekpment Act, and the old -lo- Appalachia
program.

Perhaps the greatest single contribution of
Project Upper Cumberland is that it is the
first regional program woe- Title m ESEA.
Edecakyrs of this area can draw on Its ex-
periences, problems as well as successes,
in planning Mute cooperative efforts, rot
only kmovative programs under Tide
but iw abet areas as well. (see 'train-
mendatioes foe future projects elsewhere In
this Imo.)



Conference produces
tips for future projects

A number of recommendations for planning
and operating new Title Ea ESEA projects
were discussed in Cookeville May 5.

The occasion was the wrap-up conference
on Project Upper Cumberland for area edu-
cators. Each of the project's components
were discussed by those who participated in
them. The background of the project and
evaluation of Its programs were outlined by
staff members and consultants.

The following recommendations for con-
sideration by others in planning new pro-
jects were bought out:

Try to utilize Title III ESEA funds to

test a new idea that you actually would like
to incorporate into your local school pr ogram
once the idea proves valid. Don't look on
Title III ESEA as a source of supplementary
funds that you can use as long as available,
then discard.

2. Test innovative programs which can help
meet vital local needs.

3. Develop Title III programs which do not
need large sums of money for equipment and
materials to implement.

4. Seek programs which can be adapted to
your present facilities, If facilities are in-
adequate, structure your Title III proposal

Creative Dramatics: Conclusion
(Continued from page four)

even though there is no one right answer.
The purposes of a story dramatization are

many.
It can help the children:
a. Develop organizational and analytical

thinking as they plan, list the charac-
ters, determine the scenes, locate cli-
max, conflict and resolution, etc.

b. Develop elaborational and creative
thinking as they add on, develop, some-
times build an entire scene from a
sentence in the story.

c. Develop critical thinking as the chil-
dren evaluate their efforts.

d. Grow In self-discipline and social co-
operation.

e. Find pleasure in literature as stories
and poems "come alive" for them.

f. Develop increased control of vocabu-
lary, increased control of sentence
structure, and understanding of figu-
rative language. We also use the
dictionary a great deal.

g. Discover that listening is valuable
as they learn to improvise dialogue.

As I watch the dramatizations my chi).
dren do today, I find it hard to believe, ihat
these are children who were fearfu: even to
lift the spoon to Miss Muffett's lips when they
first encountered Creative Drama. It is
very difficult to measure or test the ac-
complishments that have been achieved. I
can prove none of them. But I know the
children have gross verbally. I know their
'leas flow more freely. I think I sense a
difference in these children, in their self-
'valuation.

So now, as our three-year pilot program
ends, I deeply hope that our classroom teach-
ers will attempt the use of Creative Dra-
matics. I know that I will use it in my
classroom. I am, in fact, looking forward
happily to that prospect. This pilot program
had one great flaw. It spread the energies
and talents of the three teachers in the grade
school far too thin, We have dealt with 950
children, 29 hours every week, and in teach-
ing of this type, with constant demands on
the teacher's creativity and imagincion,
that is far too much. As a classroom teach-
er, I will has a tremendous advantage. I
will know my children better and I will Le
able to choose our times for Cre live Dra-
matics according to the needs of the chil-
dren and the curriculum.

As I have earlier noted, I consider these
techniques to be very valuable tools for
teaching subject matter in many areas.How-
ever, I hope that Creative Drama will nit be
merely a car-horse for pulling facts in social
studies, or even for s' Waling reading in-
terest. I believe strongly that drama tech-
niques are of primary value to thinking
activities that in themselves belong in the
school. The problems our children will
face in the world today will need their
sensitive and careful thought.

I am, I guess, in teaching Drama, a little
like the Mad Hatter. Do you remember?

"Really, now you ask me,"
said Alice, very much confused,
"I don't think -"

"Then you shouldn't
said The Hatter.
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so that carrying on an innovative program in
such facilities is part of your demonstra-
tion.

5, Have a clear idea of whit yourprogram
objectives are and how you will measure them.
Otherwise, you may miss out on some valuable
pre-test data needed for evaluation. State
objectives in a specific, measurable way
(behavioral form), and the ways you will
measure them. Continuation of new projects
for their full term may depend on how well
they fulfill their objectives.

6. Try to develop programs in which all
participating systems can have a directpart,
through the use of mobile instructional units,
visiting faculty, regional in-service, etc. (The
Project Upper Cumberland program which at-
tracted the most attention and approval was
our in-service for teachers, in which the en-
tire region was able to share.)

7, Don't depend on occasional visits to
demonstration centers by tea chers from other
systems to disseminate results of innovative
programs. Work out some systematic ap-
proach which will provide for pre-visit brief-
ings, a lengthy stay by visitors at the center
with active involvement in its work, and
follow-up trips by Title III personnel to horne
counties of visitors to answer questions and
to help adapt the innovative programs to their
local needs.

S. Allow a period of time at the beginning
of a project for the staff of Title HI demons-
tration centers to develop, test and refine
their innovative programs--perhaps six
months or a year. Make any changes in the
program which this operational evaluation
calls for.

9. Consider leaving a definite period of
time near the end of the project during which
Title III personnel can leave t` e demons-
tration centers and work with teachers in
other schools of the region. A reasonable
schedule for a three-year Title III program
might look like this:

a. Six months-. Set up centers; oPersie,
test and refine innovative
programs. Make neces-
sary changes.

b. I 1/2 years-- Operate innovfli e pro-
grams and test their re-
sults on students and/or
faculty. A.itow observa-
tions.

c. 1 year--Demonstration center program,
in effect, is transferred to all
interested schools of region as
center staff is relieved of local
duties and allowed to work with
teachers at other schools.

10. Include in a project area only those
systems actively interested in Incorporating
elements of a successful innovative program
into their local curricula.

11. Include as far as practical teachers,
(Continued on page seven)



Would you like a copy of these publications?
Tile M ESEA projects are designed totest

and evaluate promising new programs.
Another vital responsibility of such projects
is to disseminate the findings of this testing
and evaluation to other interested school
systems and to help them establish similar
innovative programs.

During the past three years, Project Upper
Cumberland has generated a series of special
papers and other printed material which may
be of value to educators of this region. A list
of available titles follows. Interested persons
may request free copies of any papers which
interest them.

A number of Issues of MIRRORING
CHANGE have contained special reports on
components of Project Upper Cumberland.
Copies of the following issues still are avail-
able:

1. A special report co sensl-rity training
for teachers.

2. A special report on the Crossville
cultural arts program.

3. A special report on evaluation of in-
novative programs.

4. A special report on dissemination of
information about innovative programs.

5. An in-depth summary of the first year
of the project.

6. An in-depth summary of the second year
of the project.

Copies of the following mimeographed
publications also are available:

I. "Guidance and the Cultural Arts,"
evaluation report on the second year of
the demonstration programs at Cross-
ville and Cookeville.

2. A summary of findings from the second
year's evaluation of the in-service pro-
gram for teachers,

3. A preliminary report on the 1968-69
evaluation. of the in-service program.

4. A curriculum guide for art in grades

Conference produces
(Coctinued from page six)

citizens, school board and county court
members in planning discussions.

it Make available to all interested sys-
tems lesson plans and other printed materials
developed for use in innovative programs.

13. Try to orient faculty, students and pa-
rents of schools scheduled to become demons-
tration centers so that they will understand
a new program and support R.

14. Only test programs within the fiscal
capability of participating systems to absorb
and support when TitleM ESEA support ends.

15. Try to develop programs for absorb-
ing any special Title M ESEA personnel into
your system at the end of a project. This
approach will help staff morale.

one and two, prepared by Mrs. Thelma
Sorrell, art teacher at Crossville Ele-
mentary School.

5, A report on the creative dramatics
program of Mrs. Mary Crabtree at
Crossville Elementary School.

O. A report on the music program of Mrs.
Jane Swan at Crossville Elementary
School.

7. A summary of methods, lesson plans and
objectives of Mrs. Swan in her elemen-
tary school music program.

8. A summary of the work of three Title M
ESEA projects in Middle Tennessee:
Project Upper Cumberland, Project
Reachigh, ana Project Mid-Tenn.

9. A description of the ways Upper Cum-
berland teachers have adapted humanis-
tic techniques for use in the classroom.

10. A bibliography of material on the
Upper Cumberlands, including a num-
ber of unpublished master's theses.

11. Sample lesson plans used in junior high
school art classes by Miss Nancy
'Ricker

12. A preliminary evaluation report cm the
second year's cultural arts program.

13, An evaluation of knowledge and approval
of Project Upper Cumberland in its 16-
county region, conducted In 1968-69,

14. A description of the demonstration
program in guidance and counseling at
Cookeville.

15. A curriculum guide for art in grades
3-5, prepared by Mrs. Thelma Sorrell.

16. A proposed curriculum guide for high
school courses in the theater arts,
developed by Mrs. Eileen Sims, Title
ICI ESEA teacher at Cumberland County
High School.

l7, A tentative plan for elementary gui-
dance program at Sycamore Elemen-
tary School.

18. A plan for guidance and counseling
activities at Cookeville Junior High
School, prepared by the Title III ESEA
counselors.

19. A summary of the objectives and
technlquea of sensitivity training,
excerpted from the Psychological
Bulletin.

20. One-page summaries of ProjectUpper
Cumberland's three component pro-
grams.

Anyone wishing to obtain one or more copies
of any or all of the above mentioned documents
can write Project Upper Cumberland, P. 0.
Box 375, Livingston, Tennessee 38570. It
would be helpful to give the txunber of the
Item along with its title.

.E104.1...antrfignimeigtittainr1
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Packed house
Drama students of Mrs. Eaten Sims pivotal "Spoon River

their classmates at Cumberland County High School, Crossville.
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'30,' and our thanks to . . .
As we put to bed this, our final issue of

MIRRORING CHANGE, we want to thank all
those persons who have helped us in connec-
tion with Project Upper Cumberland the past
three years.

Many have given us aid, advice and en-
couragement, and to all we say a sincere
"Thank you."

A few deserve special recognition, al-
though any such list runs the risk of omitting
someone equally deserving. The cultural
arts teachers at the Crossville demonstra-
tion center and the counselors at the Cooke-
ville demonstration center must head the list.

These professional educators have given of
themselves to develop worthwhile innovative
school programs in their fields. They have
worked under such handicaps as limited
facilities and large classes and, in so doing,
have proved that challenging new programs do
not necessarily require new schools and large
budgets for materials and supplies.

The cultural arts teachers and their schools
are:

Crossville ElementaryMrs. Mary Crab-
tree, Mrs. Thelma Sorrell and Mrs. Jane
Swan.

CuMberland Elementary- -Miss Judy
Brown, Mrs. Beverly Register and Miss
Nancy Tucker.

Cumberland County High School--Mrs.
Eileen Sims and Mr, Joe Ed Hodges.

Mr. David Brandon has been a traveling
Title III ESEA teacher during1969-70, bring-
ing music to several rural schools in Cum-
berland County.

Counselors at Sycamore Elementary School
in Cookeville are Mrs. Sandra Homer and
Mrs. Betty Jo McDonald, Counselors at
Cookeville Junior High School are Mrs. Anna
Coffelt, Mrs. Margaret Hale, Mrs. Wanda

PROJECT UPPER CUMBERLAND

Slagle, Mrs. Eva Pearl Quillen and Mrs. Love
Webber.

A special note of appreciation is due Mrs.
Quillen and her predecessor, Mr. Earl Dial,
for their work as local coordinators of the
Title III ESEA counseling program. Thanks
also go to Cumberland and Putnam counties
for providing facilities end supplies for the
Title III programs in their schools and tothe
principals and teachers of the five schools
in which the demonstration programs
operated.

Our appreciation also to the participants
of our three in-service programs. They were
educators who readily adapted to a drastically
changed form of teacher training and did so in
good humor and with a professional attitude.
Their reaction should help lay to rest the
notion that Upper Cumberland teachers resist
change and challenge.

The in-service leaders deserve our recog-
nition and appreciation, With little prece-
dent to follow, they fashioned what one edu-
cator called "the most exciting in-service
program I have experienced in my ten years
of teaching."

Dr. 0. C. Stewart holds a unique place in
the development and operation of Project
Upper Cumberland. He assisted in planning
the project, served as its first director, and
later was a consultant and coordinator of the
in-service program.

Other consultants who helped develop the
cultural arts and counseling programs, es-
pecially during their firstyear, included Mrs.
Reba Bacon, Mrs. Rose Stewart, Dr. John
Flanders, Dr. Edell Hearn and Dr. Sherwell
Tolleson, all of Tennessee Tech.

Tech was kind enough to provide facilities
for the summer workshops and some Satur-
day meetings during the entire three years of
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the innovative In- service program. A number
of Upper Cumberland school systems likewise
furnished space and utilities for Saturday
meetings of the same program. They included
Cumberland, White, Overton, Jackson, Scott,
Clay and Fentress counties; and we apologize
here for any omissions. The contributions
of these systems and of Tennessee Tech to
the project have been invaluable.

Illard Hunter, superintendent of Overton
County schools when Project Upper Cumber-
land was formed, is due the recognition and
appreciation of the entire region for his
leadership. Overton County has served un-
selfishly as fiscal agent for the project al-
though sharing in few direct benefits, thus
setting an example for the entire region when
other projects are considered.

Mr. Hunter's successor as superintendent,
Robert Moles, and his staff have assisted
project personnel In every way possible.

Several officials of the Tennessee State
Department of Education gave us assistance
and encouragement, especially Mr. Roy Jones
and his staff,

My personal appreciation to Harold
Williams, our project coordinator and budget
officer, and Mrs, Margie Lewis, our very
capable secretary, for their contributions.
The necessary administrative work for the
project could not have been done without them.

And a very special thanks to R 'chard Knight,
Carson Oliver and the folks at the Livings-
ton Enterprise for their care and attention
to detail which helped us produce this news-
letter.

It has been a pleasure to work with the
superintendents and other school officials of
the Upper Cumberlands in carrying on this
project and In attempting to develop new
programs for tha region. We hope that
Project Upper Cumberland has helped set a
precedent for regional innovative programs
and that the Upper Cumberlands can build
on what we have done.

(Signed) Douglas Norman

VIA500......IP.M.,.00111..411111.=1.1.0114.111.



In-se4vice participants dis-
cuss local needs during Pro-
ject Upper Cumberland's final
workshop in 1970.

Independent study, part of
Title Ill's guidance and coun-
seling program in the lower
grades, occupies this pretty
young lady at Sycamore Ele-
mentary School.
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Part of Project Upper Cum-
berland's scope is illustrated
by these photographs. Clock-
wise, they depict an art class
at Cumber land Elementary
School in Crossville; a careers'

Nt4W-4= fair sponsored by Title ESEA
counselors at Cookeville Junior
High School; and in-service dis-
cussion group, and Mrs. Thelma
Sorrell her art class at
Crossville Elementary School.
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